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lNTROUUCTION A
Th{s volume conlain; a series of paper; written for a symposium at the Adu]t\

Euucaticn Research Co@ference in Vancouver B.C. May 7-9, 1980, by members of the
research group for Adult and Recurrent Education at the Stockiolm Institute of

% @ Educat‘.ion.D The title of the symposium was “Adult Education and Allocation Policy N
: in Sweden®. | ;
i : Adult education in the Nordic countries has, in the 1960°s and 70's, become an E

1ntegrated part of thesa countries' economic and welfare po]1cy During this per1od ‘3

- the allocation goal has become the overwhe1m1ng gual of adult education. This goal
is defined as equalization of certain resources (political, economic, cultural and
social). ) . s

. B3

The principal purpose of this symposium was to indicate a theoretical framework for

.. conducting vesearch on aqult education and allucation policy as defined above. Our ;
§ ‘ B
¥ intention ras been to present a series of studies ranging from macro aspects (the - °
i influence of government policy) to micro aspects (the teaching process) of alloca- :
2 tion.policy. -« ’ . ‘
t The lack of and need fot an estab11sbed theoreticcl franework in adult education is

becoming _ more and more obvious dS adult education has come into the public zone.
Knowiedge production in the discipline has been bound to or veduced to phenomena
concerming the acts of learning and cognition. One roasequence of this perspective
has been the lack of adequate conceptualization of the adult educational phenomena,
which 1inks explanation of economic, social and cultural factors in society to the
explanation of the nature of methou, content, teckniques, devices :nd processes in
adult educstion Chapter one is intended to.give a broader framewnrk for analyzing
allocation p011cy in adult education. Following the sound route set by Jensen
$1964:105) an attempt is made to borrew and integrate theories developed in other
disciplines than adult educat1on Tha .nteroret1ve framework is organized around
the assumption that the effects of the allocation po11cy both an participants and
society are greatly determined by the institutional rules detining (a) who gets
recruited to what kind of adult education, and (b) to what extent the different
programmes and self-directed learning contribute to the creation of resources
'(economic, cultural, social and political). The assumption here is that the inner

é‘

functioning of adult education is, linked to the external functions. i
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. conflicts and 1nst1tut1ona112at1on of the allocation s0licy. In all of the

ii - Al

‘ In chapter two the allocation policy in the varipus Nordic countries is discussed.
Tha paper to be presented at AERC is based on data for the total area of adult
_educatidn-in the Nurdic countr1es (Denmark, F1nland Norway and Sweden). The goals
cf adult education in each of these countries are analyzed with reference to

countries one can find some steps taken in order to fulfill the allocation goai.
) Experiments with outreaching act1vitfes, study~5ubsidies and special programmes
for disadvantagéd groups are some examplég. The effects ofs these reforms as described
in .nationdl evaluations are presented and discussed. The review shows that the anti-
cipated effects were unrealistic 1n relation to tﬁe measures that were taken in
order to achieve the allocation goal.

.o~
-

Chapters three to five present single empirical studies. These studies have double '4
purposes. On one hand they are formed within the framework given above. On the :
other hand they are formed according to scme specific problems and éuestions raised ,
in the Swedish eduu$t1onal system. The studies have been financed by the Nationa!l T

" * Board of Edocation. .

An 1nd1vxdual S occupat10n can presumably give a good picture of the person's
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economic, educational and social status. In ¢ chapter three it is shown how changes
in the occupational structure over time can illustrate long-term effects of educa;
tion. By occupational structure we mean here the composition of a specific group
with regard to occupational status expressed according to Roe's (1362) classifica-
tion system. The same procedure 15 used to describe the group which participated

in some form Bf adult education in 1977 and which up to that time had changed its®
occupational structure. For igstance, it can be noticed that the group which parti-
cipated in adult education 1n 1977 (then 28 years old) has had, up to that time, a
_more favourable development of its occupational structure than the group that did o
not participate. Consequently, those who take part in aduit edugation are those
who, to a great extent, already have had a favournole'development of their occupa-

®

tional structure.

This condition is not in agreement with the aim of the allocation policy in Sweden.
The use of varipus forms of adult education by different social groups with regard
to investment and consumption is discussed in light of 71} the cultural capital e
gained through upbringing and formal schooling and (2) zir life situation as ;
adults. Finally, a few research problems which have come to }ight in connection ~ ;
w1th this unique (at least ‘for Sweden) data base are discussed. ;

Aruitoxt provided by Eic: - e
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With a reorientatiop in adult education policy in the 70's from the service poli-
tical goal towards the allocation goal, there followed-a shift of emphasis .in
that under-educated persons came to constitute the main target group not only in
adult education in general but also in municipai adult education. This is the
topic of chapter four where a study of drop-out in municipal adult education is
presented. The change 1n pol1cy formed the stating point for the GRUV preject

the benefits of adult education to persons with short term formal education, the
difficulties encountered by these students and the need for changes. One of the
aims of this project was to idlustrate the drop-out problem. 84 evening teaching
groups 1n English, mathematics and Swedish included in the study were followed for
the .numbers of terms their courses lasted.N .

The data indicate that the selectign at e¢ntry through the admission system has in’
mun1c1pa] adult schools turned into a selection by failure. For the evening students
in municipal adult education, the system has developed into what Clark (1960) has
called a "cooling-cut function"; i.e.'students are not rejected in open competi-

¢ with other students, Tut instead meet aidden and informal forces.

. One conclusion drdwn from the study 15 therefore that municipal adult education
seems to operate 1n the same way as compulsory schooling as far as the sorting out
of pup1ls is concerned. rop-out appears to be the counterpart of disciplinary
problems and poor marks in compulsery schooling. i ) ) ”

-4
\

Finally 1n chqgggr five the allocation polic} js analized at the level of the
teach1ng process. In order to map out and explain .he teaching process, both

- quant1tat1ve and qualitative data were collected. The data collection consisted
of an ntensive and an extensive phase. Data was collectad by classroom observa-
tion {240 lessons}, tape reEordings (30 lesssns}; questionnaires and interviews
were used at various times with both participants and instructors. The extensive
phase consisted of questionnaires to a representative sample of tezchers and all
‘rincipals of municipal adult education.

Analysis of the observations and record1ngs shows that the tools necessary to
upderstanding cultural, political and social actions are nct " transmitted throvgh
municipai adult education. Looking at participant learning with recard to subject

knowledge, cannun1cat1on skills and what the part1c1pant tearns absut his cwn

EMC

{Elementary School Stud1es for Adults) that has been undertaken in order to evaluate _f




iv

learn1ng, we find very little in the ir: truct\onal procass that would reSult 1n

o strengtﬁen1n6 the part1c1pant s respons1b\|1ty or self-confidence. The data show
‘that tue results cannot be explajned by lack of insight or understand\ng amoiig
the 1ns~ructors. The micro-system creates such Yimitations that most of the

i instructors, desthe various attitudes toward teaching, come to use fiuch the
same types of }actics. /

N For readers not familiar with the Swedish system of adult education an overview

éf* . is-given in appendix one.

Last but not least, we also want to ékpress our gratitude to Leena Druck, who did a
the typing for her patience with the authors' eagerness to change their manuscripts.
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}BACKGROUND‘AND'THEOREHCAL
CONTEXT - - L

Kjell:Rubensor ° - . - . - -

INTRODUCT ION

In the seventies adult education has become a major topic for pubiic policy in
) Sweden and is_seen as one inétrument, together with others 'such as the tax
system, t o~ved15tr1bute cultural, economic. political and soc1a1 rescurces. This
article,is ‘fntended to present a general theoretical context for analyzing the

role adult education can play in promoting and redistributing these resources.
. . . .

~

Adult education has gained prominence at a time when much of the optimism of the
fifties and sixties with regary to education has been grooed. Today's deep~
rooted pessimism concerning the role of education in promoting social mobility
as well as economic, political and cultural development, reflects the linited
outcomes of ear]ier reforms. This pessimism is also the result of the ehormous
and unrealistic expectat1ons concerning what education could do, especially

bear1ng in mind the resources that were allotted to it. .

¢
Today we are involved in lifelong educatjon, whereof adult education is a
cornerstone that is promoted as the panacea for all problems facing the educa- P
tional system. What we object to is not the principle as such, but the laék of ;
anaiysis of the prerequisites for creating and operating such a "system*. In the = i
absence of critical thinking most of the writiigs on lifelonéheducation become
naive and at best utopian. A useful starting point for developing a critical
framework for policy in this area would be to draw upon the developments and :
changes that have taken place in the social sciences in general and in the :
. sociology of education in particular over the last 20 years (see Karabel &
Halcey, 1977 b, for an excellent.overview of development).

~

.

Some of the advocates of a discipline of adult education wouid argue that as
these theories are based on pre-adult education, they are not directly anpli-
cable to asult education (see e.g. Apps 1979:62). It is our view that the effect
of adult education as an instrument to promote and redistribute resources (the
h . - p
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allocation policy) has to be seen in the context of the general role of .educa- * e
" fion in so.1ety. This is especially cruc1$ﬁ in the }ight of 11felong education, :
where equt:y,has to be studied from a 1ife cycle perspect\ve The question: to
be answered is, “What are the cumulative effects of edycatron and learnihg, .
Eaking place ip formal and nonformal instructional settings as well as in
natural societal settings, on the distribution of resources in the population?”
_FurtheP, if research 1n aduln educat1c xndicefes that the predominant models of
_ education in society are partly incorrect, then those models should be~reJectgg
or rev1>ed However, the present models are so embedded in research from diverse
aspects of education that, it is difficult to foresee that the incorporation of -
2dult education would lead to any major shifts, although some adjustments may be
'calle* for (cf Hopper & Osborn, 1975:21f). One asoect that we currently find is
“not accounted for by traditional models s the roie adult education plays as a
channel far mobility through non-traditional routes such as trade unions, )
popular mov.ments and other voluntary associations.

In Sweden, where there is a widespread tradition to base reforms on prior offi-
cial inquiry, the changed status of adult education was followed by a sharp rise in
the resources available for research and development (RD). The status and direc-
tion of researcy in Sweden, as n the other Nordic countries, reflect the fact
that adult education is an integral part of social and economic policy. As a
s result it is the problem, and not whether adult education could be seen as a
distinct discipline or nct, that has been the concern. In the USA, on the other
hand, there has been, since the fifties, a concentrated effort among the pro-
fessors of adult education to establish a discipline.of adult education. Since
Liver1ght ‘t has been accepted practice in North America to refer to adult edu- Y
cation as an emerging discipline (Liveright, 1964). This, in comb1nat1on with a
growth of studies, has led, to an increasing extent, to researchers who publish
in Adult Education relying primarily on adult education_litergturé (Boshier &
Pickard, 1979). It is unfortunate that these research findings so often are
neglected by Swedish researchers. However, North American research should not be
accepted uncritically. In this article we shall scrutinize the so-called discip-
lineg of adult education, in order to see if it can coutribute to a framework for
analyzing Swedish allocation policy. . . .
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Our search for a theoretlcal context in which‘to analyze the allocation policy
will start with a short lnterpretatmon of Swedish adult education policy.

The aim is to describe and d“scuss the background objectives and premgses of the
Swedish policy. for allocation and redistribution of resources, and call atten-

tion to gbal COﬂf]l»tS and- plaﬂn1ng paradoxes, e.g., thdt a plann1ng measure
taken may lead to a result whxch is opposite to the one expected. We thus flnd
Cohen and Garet's (1975:42) view that policy research resembles a discourse
about social reallty - a ¢ebate about social problems and their solut1ons{; much
more. attractive than the notion that it is a first step toward establishing ¢

general Jaws of the kind found in the natural sciences.
- \

ADULT EDUCATIONAL POLICY IN SWEDEN

.

- [} P

The Government Bill (1967:85) on Adult Education formed the start of an exten-

sive Yeform period that brought adult education into the najor.zone of public

activ&y. Those familiar with Sweuish adglt education may find it somewhat odd
we set the date.at 1967. -

or over aqpundred years, adult education has played a significant role in
Swedish society. For example, to theaJeaders in the workers' movement, popular
adult education, foik high schools and study-associations have come to function
as a parallel system to the formal educational systeh, which in most European
countries acted as a means of preparing political’ }eaders The absence of adult
education policy in Sweden had to do with the independent standing of adult

: populas educatior in relatisn to official authority. In fact, popular adult

. education was looked upon neither as 2 form of education nor a3 a d‘?veef the

officii1 system 05 adult education.
E
o

The move of adult education into the public zone is reflected in changes in the
central administration. As of 1968, state and treasury requirements placod state
adult schools. mun%cipal adult schools, and popular adult educgtion under the

" heading “adult education. In addition, the Ministry of Education and, the

Rational Board of Educat1on were reconstructed in order to establish divisions
of adult edu;at1on

.
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~ The goals of adult education as prescribed in official documents can be charac-

i terized into four broad categories: equality, democracy, the economy and the
§afisfactibn of individual preferences.

W

cory B

D

The major reform in the bill was the creation of a new form of adult edycation,
mun1c1pa1 adylt schools" that offer instruction in accordance with the\%n1fonn
‘national carr1cu1a for the lower and upper seconQary school levels.

. The intéqduction of municipal adult schools was closely linked to the far-reach-
. ing reforms in primary, secondary and higher education after World War II. The
. .% 1946 Schools Commission had already proposed that it would be benefjc1a! for
'_society as well as for the individual to cveate possibilities for adults with
good study abilities to receive secondary education (SOU 1948:27, p. 341). This
fii . suggestioﬁ for, secondary education for adults was taken up by the 1960 Commis-
;f Sion on “Secondary Educatjon and the 1963 Cann1ssxon on Vocational Education. We . P
" would conclude that the reforms of adult education had the same orxgxn as )
reforms in primary arld secondary education and were based on the va]ues which
- embodied the government's ideology, or rather tif¢ social democratic party's
" ideology on education and society. No outside prgssure groups had an, major
impact o the process that culminated in the 1967%j
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‘.~ In order to(understand the policy and goals as stated in the bill1 we have to
~ turn to the envircnnept of education policy at that time. It should be pointed ‘
. out that the following discussion is directly applicable only to the sector of -
adult education. Thus it is our urderstanding that the Swedish ideology of
danocracy and. equal opportunity has been one of the ¢ rnerstones in the far
reaching reforms that has taken place in the educatic.ul system since Horld War
I1 but that these factors were of relatively less importance for the 1967
-Adult Edutation Bill.
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A general thesis in the fifties and sixties was that the radical techno]ogjta]
change taking place raised considerable demands for educational investments to

meet the need for well educated manpower. Further, at the beginning of the

sixties .economists pronounced the significance of education for ecbnomic deve-
Topment. Denison's analysis of development in the USA had shown that investment

in education and research would be three times as profitable_as investment in real
capital (Denison, 1962). These research results gave more fuel to educational \
opgimiﬁg.r;}\i ) et B

N -

j

G

s b

«

N~
H

LFRTI e,
|
T

i

EArRReTy

Even if it is possible to demonstrate a certain complementarity between occupa-
tions usually requiring longer education and real capital the educational struc-

s
A

. ture within the labour force probably gave rise to some concern. As a result. of
a very selective and hierarchically constructed education system, the proportion
of graduates among the economically active in Sweden was only 2 per cent in 196C,
a relatively low figure compared with other industrialized countriz2s (Sohlman,
1976:117). I; fact, Sweden had an occupational structure and a production/worker

R b

s

- ratio more reminiscent of the UbA s than of Portuga] s, while the supply of h1gh1y
educated manpovier was closer to Portugal's than the USA's.

L e s T

The 1dea of giving adults without upper secondary school education the opportu-
nily of gaining a higher education was given more nourishment by the studies of

A g i At tta

" the “reserve of ta]enf" carried out in Sweden in th fiftie see Harnqvist,

172

: 1958}. The primary aim of these studies was to provide, a foundation for thanging
and broadening the narrow intake to.upper secondary school education. However,

. the studies were also of decisive importange for the reforms carried out in the
sixties with the aim of giving adults increasing opportunities of studying at the

- upper secondary and post-%econdary levels. To sum up, we are suggestin§ that the

“ environment in which the reform i1n adult education was initiated can be ilius-

»
; trated as in Fig. 1

1 - S,,

, Fig. 1. suggests that the formulation of policy on adult educat1on could be

. ’ explained to a great extent by attempts of the educat1ona1 system ‘to clcse the
; gap between the existing *ntellectual resources in the country and those in
;T: demand, due to the expected changes in the economy.




3 Thesis 2

High corvelatisn .

between productivity

and investment in “
education’ i

;Thesis 1

Structura] change with Policy-maker's basic | Formulation of policy
~ considerable demands ? conceptual frame /| on adult education
for the improvement of — -

‘the qualifications of

the labour furce can be T

expected-~ " Thesis 3

There is a large ‘Poh’tica] will
reserva of talent in |

the adult populaticn

F1gure 1. Sogial and @@nc conditions for polirv on adult education in the
sixties.

PRy

Reverting to the four categories of goals, we would conclude that the eccnomic goals
+. -and goals of service policy (relating to the satisfaction of individual preferences)
{ goals predominated in the 1967 reform. That is not to say that equality was out of the
picture. The reform gave talented adults a second chance to acquire the educa-
.tion they had been denied due to a selective and hierarchical educational system.
Furthermore, there was a general belief that economic growth was going to create
resources that cqu]d be distributed in such a way that the differences in

society would decrease. Responding to the claims f- ' adult education among the
- "inteldectual reserve” could be expected to have indirert redistribution
v effects. In short, the 1967//?:;}%5 an ot fspring of the "romantic period”,
'_ when education not.only wds assumed to gererate directly economic growth, but

also to accomplish miracles in other levels of society. - «
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Towards an Allocation Policy in Adult Education M
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remine B111-.1970:35 SIgmf'led a change in values 1n adult education and precipitated
~. new discussion on reallocation. Ho longer is the "intellectual reserve" the

N j)pint, the undereducated. and the underprivileged become the focus. How 1s this
‘change tgQ be explained? If the 1967 Bill was to be understood as a response to
perceived changes in the economy, 'then the answer to the change in values lies
" polity.
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During the sixties the Swedish economy showed rapid growth, giving compzniec a

high net profit. Despite the steady growth in the economy, there was an emerging h

awareness that the distribution of resources in Swedish society did not become
more equalyy distributed. The Swedish suyvey of living standard revealed the
vast differences that still existed between different socio-economic groups (cf.
Johansson, 1970, 1973) As a result we can see a rad1ca11zat1on ‘taking place in
the trade unions. This expressed itself in far-reaching demands for industrial
democracy, involving a share of the capital stock and a general reallocation of
resources in society. Briefly, it should be mentioned that the trade union
demands resulted 1n majof reforms in the Swedish labour market in the md-seven:
ties. ~

-
"

The umons'’ phi]osopﬁy on allocation policy was not limited to reforms in the
labour market, but also included adult education. In 1969 the Swedish Confedera-.
tion of Trade Unions (SCTU) published their first report on adult educatio;,
which demanded allocation reforms in adult education. In addition, SCTﬁ, together
with the Workers' Educational Association (ABF), wrote to the Govermment asking
for.immediate action in carrying out experiments aimed at reach1n§ the educa-
tionally “disadvantaged. 5CTU and ABF's oemands are refiected in the 1970 Bill
which indicates the turning point in po]1cy on adult educat1on

In the period following 1970, the allocation policy (c,.ity and democrac}) begcame '
. more and more articulated and reached its . <ax with the 1975:23 Adult Educa-

tion B111, n which it is the dominant goS]. The goal of individual preferences®
has steadily diminished in importance compared to the goal of equality. The more
subgrdinate role atlotted to the economic objective in polic§ documents for adult
education can, according to Brostrim and Ekeroth (1977:87), ve ascribéd to its
more direct relation iately to Jabour market policy, e.g., via labour market
training. With reference to Fig. 1., it is also worth pointing out that the
opening up of secondary and higher education in Swederf had created a vast in-
crease 1n skilled labour. This, in combination with a growing distrust in the
human Ehpital tHeory, is also a part of the explanation as to why the economic
goal has come to piay a more Subqrdinateyrole in official documents.

Interpretation of the Allocation Goal .

Brostrom and Ekeroth (1977:91) 1nterpret the adult «ducation policy as being
aimed at an equalization of ]1v1ng conditions through a redistribution of

[y




. ... ‘concept “resource” comes from "The Swedish Survey of Living Starfdard” and reads:
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The &efinition does not depart from a consumption or nead perspective, but
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" cultural, economic, political and social resources. Their definition of the

N

"The individual's Jdispusition of resources in money, possessions, know-
ledge, skills,, physical and psuchological energy, social relations, o
confidence, ete., 1ith the help of which the individual can control and
consetously command his life situation.” (Johansson, 1970:25) %

- ’

assumes an-active individual, in 2 marxist sense, that can influence and command
his life situation.

v

Bnpstrom and Ekeroth's review and 1nterpr=tat1on of the Swedish Bills on adult .
educat1on (Brostrun and Ekeroth 1977: 96 -112) show that adult education should k

contribute to a redistribution of resources in the fo]]ow1ng ways:
?

RN

Greater equality has in the educational debate often been seen as economic
equality. The supposed effect of adult education un economic equity 1s both
"direct and indirect and can be illustrated in the following ways:

-

Participation of those . i

1 with low or no economic . .

~ resources in adult educa~ . 5
tion, . N

] ] ,

increased possibilities | s linfluence upon the .
to compete for a job . politicat resources, . . .
-that would improve the . ’ L w

economic resources, , 1 . -
; use of political
. resources to change the -
creation.of jobs or
lsetting of salaries,

-~ ¥

redistribution of economic
' ~ resources.

u e

nAdu]t education functions as an instrument for redistribution both in a direct
and indirect way. Adults with a low income or none at all are supposed to be abJe to

o

4
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improve their situation® by pariicipating in adult education, if in no other way
than that of being able to compete for those jobs available. The indirect effect
of adult education on economic resources has to do with the redistribution of :
political resources and the use of these resources. Economic equity can thus come ﬁ
,about by changing the way of setting salaries, e.g., through a strengthened
labour union. It should be mentioned here that the tax system.is a very important
instrument in the overall allocation policy in Sweden.

.
The role of adult education in promoting a democratic society is often enpha;ized
{see, e.g., SQU 1946:68). The contribution of adult education to democracy is
treated under the heading of political resources. The an.icipated relationship
between adult education and political resources could be illustrated as follows:

Persons with low resources
participate in adult . \
1| education . :

7 » \

Training in "Subject" Knowledge \\

“applied democracy" o .

|- . B [ s ;

. instruments indispensable to- :
participate in decision-making , .
(ski)ls, knowledge, vajues, etc,) :

¢ Participating in* . . YLooking after; one's own v
political, labour . *| interests as against thbse |- o
or other, organizations “of official authorities L

: A T :
: Redistribution of political 4
resourgec” :

kY -

‘e
-
o
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¢
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The aauit educational process, :I'eg'ard‘less of the «.ontent:’ 1s seen in itself to
provide possibilities for training in applied democracy. Tais would lead to the
establishment of “instruments” that would prépare the” individual to pagticipate
a) politically, ‘through political parties, trade umions or other orgaqizations, . ‘
or b} individually, e.g., through looking after his own interests vis d.vis

official authorities. . vt
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‘éhpther impprtant function is that the studies could provide the knowledge and*
Ahe-interest for social issues that are needed for taking part in political
iparticipation, either ¢s an individual or in a collective.

The impact of science and technology has broken up the traditional social network
~createg\for coping with social problems. Especially in the big cities, people are
isc lated and lack social contacts outside the family circle! Material, emotional
.and other help-that used to be provided by the social network now has to come

.. from social and other author1t1es Adult education is supposed to be instrumental
in creating such a social network. Th1s is done through creating soc1al contacts
. among the participants, and partly by creating pol1t1cal resources which could be

s S ¥
™. used to strengthen the network. . .. ° :
T @ o S :
s 'Participation in cultural activities is seen as a possibility for the adu” to h -

obtain a ricner and fuller life. Through adult education the individual sh. d
acquire the indispensable instruments (e.g., skills, knowledge and attitudes)
for availing himself of the cultural amenities.’

SRR o8, A SO AT = 4 Nap e e
M R T N
/

N

- .

»
PN R R

’ -
ra °

5
b
3
¢
§> . Part1c1pat1on in adulg :
) education by peoole with - H
L . low resources ' . - ’ K
i I ‘ . ~ ’ N s
g . . -~ i L4 + - N j:
L, , * content and the educational | H
% “ Ot process . . o :
Y it : ¢ N ’ ‘ » -
s : ‘creation of instruments C
. ' for cultural participation 5
(knowledge, skills, values) < ‘ g
: “ _redistribution of cultural . ) -
et . resources. . . :
KN . = 5> ¢ ’
5 . hY o T
N v 2
Self-realization or personal fulfillment is often put forward as the major goal ;
of agdult education (e.g. Paterson, l9’l) The four resourte- -components do ;
. ,not address this goél directly. However, they could be seen as necessary condi= ‘i
v tions for a full and rich life. : - . -
;fg,';, » \)« -~ ~ \ s . i
:::':‘:EN/C . . + »
S ’ :
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So.far, we have tried to exempljfy how adult education is supposed to be an @.ﬁ
Finstrument in. the redistribution of economic, political,.social and cultural ‘g
resources. In order to fulfill the allocation policy, the following two condi- ;
tions must be met: . f
1. People with low resources have to be recruited to adult education, and i
2. by participati]m in this activity they should be able to azquire resources. rf

| -

‘We must ask under what conditions (with regard to society, educational-measure-
ments and the individual) adult education can be instrumental in creating ind

redistributing resources. Our search for an answer will start by examining the
so-called discipline of adult education. -

(oo

-

. o
P R Ree et

<Q

THE DISCIPLINE OF ADULT EDUCATION ¢ *

’-

In order to understand knowledge production in the discipline we have to be aware
of the dominant role that, until very recently, North America has plaved in adult
education research. At a time when there hardly existed any research in most

other countries, the commission of professors of adult education in the USA ;
worked toward what they savi/as a discipline, defined as "a branch of knowledge . *
involving research.” The discipline grew out of the movement toward professiona- ‘
l-izgt\wn and institutiénqlizé}ibn.marked by an equ'nsion of programs in adult ™
eoucatiorg.\I@\foc'us for the commission of professors was not research as such,
,but. the' devglopment \o\f{profgssion: In the _preface'to their report, Adult E?uca- .
tion - putline& of an Emerging Field oj University Study, they state: . 2

v —
~—.

"This book had to be uritten; nut because -the world needed it, but because N
the tniversity professor of adult education needad to write it.~...

The editows hope that the book will bé’ of value: to projessors of sadult
education as they dévelop their programs of greduate studies; to Other \";&—
members of educqtion facultics by ‘indicating the chavacter and scope of
adult edication as an area of graduate study; t& potential graduate
students in adult education as it veprésents the current thinking of the
leadeis regarding the conceptual foundationg of the field; and to ‘all
persons active in various aspects of adult and eontinuing education by
suggesting the range and variety of insights, wnderstandings ard rela-"
tionshipe involved in cperating in their chosgen. field. A furthecr hope ig
that within all of these grovps t.e book will stimulate’the growing and
ever-widening discourse and dialogue about, the essential kinds of knaqw="
ledge and practice which are essential to_a thoughtful and effeciive
adult educator.” (Jensen et al., 1964: xiii).

4
b
2
"2
3
i

RN IR AR

BE i W2 e vy vl o3 mdopvvo s o A




B e e e e RO SR

Vread

ﬁdult education is characterized as a practical and normative discipline, in

wh1ch the purpose of research is to evolve programs which have the most likeli-

2 “:hood of promoting such 1earn1ng situation” in wh1ch behaviour changes may_ best -
;. “be brought abou® [Liveright, 1964:90). The stress on pricticality and the needs

‘ A;of the field have, no doubt, determinea which problems have been selected as

) fegitimate for research (Rubenson, in press). With reference to the somernat

: ~ -hazy concept of, R & D, we would say that research in the discipline has mostly been

. _ of the *D-Kind" (development). Fractice-oriented research a1med at solving an

3ctual issue is not intrinsically negative. -

. «

. 3 -
. S o 4
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~“:rhe ﬁeart of the matter is the lacx of balance betwger practice-oriented research' .
¢£ and discipline-uriented research, where the purpose is to develop and tost

" theories and lay the necessary foundations for applied research.

fue to the lack of an intrqdiscip]inary orientation, practice-oriented research
. has become almost totally atheoretical. The main difference between the practice- ;
v. . oriented and discipline-oriented research ought not to be the extent to which
Alﬂfthey are theoretical, but rather that the Tormer should primarily be directed to
answer questions from butside the discipline and k?e latter to deal with problems
originating trom ‘within the discipline. Thus there ¥re two interralated problems
facing adust education. the balance between practiceég,and discipline-oriented

Adult education is cons1dered ] nonnat1ve d15c1p11ne, in that it is uoncerned

. with dg11berate attempts to help adu]ts deve]op in certzin.ways (Verner, 1978: 43).
. . There is no doubt that adult education-as a d1st1nctive Social activity is norma-
k tive as it involves primordial .value judgments {Paterson, 1971). However, we have
:v -to remember that educatior. systems are designed to serve, not only an inner
fuﬁction, the achievement -of .educational and instructional goals, but also an :
external function, e.g., soc1a11zat1on ard 1eg1t1m1zatlon As value judgments - E
‘rarely take into account the relat: nnsh1p betyeen the internal and external
functions, they cannot be used as 2 base for developing adult educap1on theory.
Instead, such a theory must depart from the educational] process as it exists in
real’ty and not from what someone thinks it ought to be (cf. Lundgren, 1979:20).
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The neglect of the adult education process as it exists in reality and the
_ narrow focus on'psycholog1cal aspects have resu]ted in an imnadequate conceptuall-
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-zation of adult education phenomena. As most of the research training is done in' )\
-departments that deal primarily with the education of instructors, the Jack of a
“macro perspective is qu1te understandable. The?outcome, however, will be that the
. researcher at best will on]y be familiar with those theories developed to explain

individual dehaviour. ’

b .
’

?aced with a problem closely related to social change, the researcher comes o
rely on these tools. However, these theories' are not intended to explain collec-
tive behaviour sich as educational reform. Useful theories on the nature of such
events will have to address themselves to such questiohs as when, how and for
whom collective decisions are made (Merritt & Coombs, 1976:260). E

.

_The lack of concern for how the economical, political and cultural structure in i
society influence adult education is reflected in the North fmerican debate on T
the future of adult education (e.g. Cotton, 1968). Reading the debate, one
gets a picture of the adult educator with a fiym grip on the rudder keep}ng the 3

. vessel on ‘the right course. However, no one seams to ask whore the wind and é
% . wavés are coming from. Instead the adult educator becomes the kub around whicn :
{ the discussion on adult education gnd social change circuiates. 5
é" . In the introduction to h1s book Comparat1ve Aspects on Educatlon Havighurst ‘?
: suggests that a good way to study education cmuparat1ve1y is to examise the | ,3

educational response made by var1ous soc1et1es to the‘r social problems
(Hay1ghurst, 1964:%V). I* goes wi thout sayIng that the point of departure for this,
kind of exercise would not be the opinions of the teachers as a professional group
(that this might be one aspect of interest is another thing). Nor-should the
adult educators be the po1nt of departure for anaﬁyz1ng tha rove of adult educa-

“tion in society. *. - v
- 3 . .

We can purste’the analogies to comparative education ; bit further since it can
be helpful in understandlng the state of the art in adult education. The study
of . comparat1ve educat10n tends to focus Gpon two central problems: how co educa~
t1ona1 systens contr1bute to sogjal, political and economic deve]opment and how
.do social and economic growth lead to the nreat10n of nodern educational institu-
tions (Bock, 1976: 346). The almost total absence of work dealing with adult
education in the comparative research literature (see e.g. Koehl, 1977) reflects,
the fact that until recently adult educat10n seldom was used as a pub11c response o
ERIC - :,~ . )
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ﬂgﬁto look for new clientele, adult education is on the way to shedding its marginal
,‘ one and tome into the forefront of public interest. This is especially true in

" many of the Third Yorld countries, where adult education is seen as a central

" .éomponent in the construction of a new educational system (e.a. Nyerere,

praprr
~

_ understoos. Their arguments should be carefully examined because of the conse-

by society .to thejr soe1a1 problems. However, due to changes in other in.titu-
tlons, econcmy. and pol1ty, and dentographic changes which force the institutions

3

1976; Mohi -E1-Dine Saber, 1977). The changing role of adult education in society
spotlights the current state of the discipline.

*

-

Due to the fact that the territory of adult education has been defined mainly °
from assumptions about the characteristics of the learner, the knowledge produc-
tion in the djscip]iﬁe of adult edjucation is ill-equipped to serve as a framework
for looking at questions that range from mucro to micro aspects, as is the case
with Swedishsa]]ocation,policy in adult education.

This conclusion brings us to one of the "hot questions" among adult education
researchers - the dorrowing of knowledge and concepts from other disciplines.

Borrowing from Other Disciplines

~

Among advocates for a‘aisc1p1ine of adult education, there is a strong belief :
that not only is borrowing of little ‘value for adult education, byt jt is also ;
damaging. > . N . oo Ve

, .
~ R

- ’
~ - <3

Boyd and App§ (1980 in print) argue that it would be an error to seek assistance
from recogmized disciplines before the field of adult education itself is clearly

quences they have for the training (f graduate students in adult education - the
next generation of researchers. The authors prasent fGUr what they call erro-
heous assumptions that may be accepted when borrowing from established disci-
plines to define problems in adult ‘education:

» -

’ 3 \

1. Concepts from other disciplines can be applied directly to adult _
v, education without “specifying situational variables;

2. Concepts can stand by themselves, .7 -
3. Concepts can be mixed;
4. Other dis¢iplines can defipe adilt education.
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The bas1c problem that Boyd and Apps indicate +in points 1 to 3 {s not specific to
adu]t educat10n. but is of a general epistemological nature. Thei¥ claim that
adult educat1on researchers have blindly borrowed and misused concepts developed
by other disciplines is to a Warge extent true. However, the problem is not °
‘restricted to. b¥rrowing between d15c1p11nes, but appears also with b Sorrowing
within a discipline.” The underlying 1ssue is that of mixing concepts and theories = -
from differenc and contradictory research traditions. .

~ . -
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The research tradition provides a set of guidelines for the development of spec1f1c N
theor1es Part of those gu1de11nes constitute an ontology which spec1f4es, infa

general way, the types of fundamental entities that are legitimate for any thegry’
inside the research tradition in quest10n A research tradition will also specify

certain modes of procedurss wh1ch constitute the legitimate methods of inquiry ﬂg
open to researchers within that tradition. "Put simplistically, a research tradi- %
tion is thus a set of ontological and methodolog\cal 'do's and don'ts' {Laudan, S
1977:30); © . : S

3

he fully agree with Boyd and Apps that it is 1mportant to look at the phenomena
in-their context. Nor is this a problem restricted.to the relation between
disciplines. Furthermore, it could very well be that the context is better under- "
stood by using knowledge from another discipline than to stay inside one's own =
discipline. Qur discugsion, for example, on fuw social end educational change has :

been conceptua111ed by adult education researchers could be taken as one example . %
Of th]s . i * f i
The heart of the matter seems to be the fear that by borrowing concepts from . f

other disciplines, those disciplines will come to Jdefine adult eddcation: We.are
having some difficulties 1n understanding this 11ne of argument. If there is any
reason at al] to be afraid, 1t would be that other disciplines because of their
better tools will take orer the research that is now done by researchers in adult
education. As adult education becomes a ‘central topic for publIc polIcy. - é
researchers from other disciplines will no doubt get interested in the phenomenan

o

Our standpoin. does not 1mp1y that the d1sc1p11ne of adult education is merely - ‘j
the accumulation of knowledge produced in other disciplines. On the contrary, E
there is a need to build a discipline of adult education based on specific and -}

+ested knowledge. However, like Alanen (1978) .e believe that there exists some-
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th!ng “which could be called a general theory of education and that both nedaqooy
and adult educatlon rest on this common base. Thus most common priu=iples on
tﬁe relations\ip of social structure and social change to education are the same :

for.adult and pre-adult education.
o

. . ..
Accordlng to Boyd and Apps, once the structure, the functlor; the problem and
the purgoses of adult education are claarly understood, it would be appropriate
to seek assjstance from other disciplines in solving problems and answering
oyestions. On the contrary, it is in the effort to understand the structure, the
\fdoction &nd the problem of adult education that we need the help from.other

disciplines.and witat we here have called general theoiy.of education.
; He shail this turn to what could be called general theory of education.

GENERAL THEORY OF EDUCATION

Our, starting point is the cnange in the research (iterature from the romantic
fifties and sixties to the cynical seventies.

-

. . N ~ )
In the pre-World Wa¥ Il era, social scientists and politicians alike came to

look upon education as the “&lan vital" of economic life, the panacea to popula-
tion growth and the great leveller of sucial inequities (Adams, 1977.298). The
obvious policy for both poor and rich nations was to provide a ]arger period of
compulsory education and to expand the enrollments at the secondary and third
levels ii. order to maximize the educational influence In some countries ab1]1tu-
grouped classes were abolished in favour of the comprehens1ve school.

education ha? become widespread

Investant in education had not generated the
expected economic growE//;nd worse. there was a realization that more and more
schooling did not necéssarily solve equallzation of access to available goods
and services of society.

* The equalization of 1iie chances by the expansion of the formal educational
sistem Kas been prevented by twp cimultaneously occurring and {nterrelated
processes: institutional differentiation and trackang (cf. Meelsen, 1975).
Inst1tut1onaI d.fferentiation refers to the process whereby, at the time that
o : ‘ .
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Consens&g versus conflict

17

the lower strata 1mproved upon the1r proportional share 1in edu"at1onal 1hst1§5:
tions of the pOft-primary level. the upper strata turned te still h!qner educa-

s,

(cf Gesser. 1971 Halsey*et al.. 1980) Those from the upper soc1al classes
followed programs with the test pay-off“'in the .form of income, status, occﬁba-

i =

ticn,. political eff1cgcy_and etc. . -0

“
’ -

Disillusionment concr -ning education as an instrument to promote social change
has forced the social scientists to reconsider the theoretical frameworks in

which they have been working. If in one sentence ‘we had to summarize the critique

¢

towards thu research conducted in the expansionist mode of the ¥ifties and

sixties it would be that the phenomenon under study has been wrong]y concep-
tualized. Regardless of where on the microsmacro dimension the event is located .
this seems to be the issue.

>

A \

lﬁ this paper ue shall deal driefly with three aspects of the critiquz: (1) con-
sensus versus conflict paradigm, (2) internal-exgernal functions cf education,
the economistic standpoint and (3} the internal-external functions of education:
the interpretative standpoint. ’ ~

Merritt and Coombs (1977:248Y argue that the biggest stumbling block that hds
been removed was the once prevailing nceion that education and educational
reform didn’t have much to do with politics and socigl structure. o

‘n

<
e
Iy
b
N

With the innocence lost, the‘adequézguof the predominaaz_zheoreticaT~?}dmework

_en sorial and educational change, the structural functioral, was questioned

because it underestimates the importance of conflict and ideology.

Y
A3

Acéord1ng'to the S/F view, chdnges in the educational system are the result of

interaction between society and the'schools and follows™ in some five steps:

1. a need arises in society; 2. the educational system is assigned the task of

. meeting the need; 3. change in the educational structure takes place to

accommodate the new function; 4. the new role is assumed by schoosls and 5.

talent and manifest changes take place in socigety as"a consequence of the new
ducational functions (Paulston, 1976:14).
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¥l 2lements ‘(Sztompka, 1974:88).

;Z‘ y~;groups. instead, functionalists argue, inequality is not only inevitable, but

“;', to reach them, the attainment of a particular §3iﬂ§h¥\g:telement (individual,

e
£
2
AT
p

¥
?
\

\,,hecesséry and beneficial to,all, since indiVidual survival is contingent on the
\_;surv1va1 and wellbeing of society (Lenski, 1966 referred in, Paulston, 1976)

. contrast to the functionalist view, theories depart1ng from the conflict para-
z 'dxgm are based on the assumption, that whenever there is soc1a1 life there is

’ ;onfl}ct. Because of a scarcity of goal- sat1sfy1ng values as well as the means

group, or institution) h1nders the chances of ach1evemen on the part of other

.
~ . . B

i

The fact that S/F analysis, almost always has been based on the assumption of
consensus does not necessarily mean that ‘this and other values associated with

PR
P

" . scientists have begun to think more in terms of allocation and legitimation. The
) . . . :
s [E \i(:*lying assumptions is that the éducational system helps to define which

this theory are nevitable properties of the functionalist frame of reference
(cf. Sztompka, 1974:67). s %

-
°

’ The conflict paradigm is acccmpanied with a shift towards cpnstructs,§uch ag_
.power, ideologies, self and group interests, allocation-lggitimation and further
5
the relationship between the internal and external functions of education comes “

»

into focus. .

o

.
< .
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Internal-external functions of education: the economistic position

2

¢ =
That schools affect and are afiected by their social context is of course a

truism that meeds to be specified. The most common assumption, embod.ed for
example, in the S/F framework and the consonant theory of human capital, is that
%ducat1on exerts 1ts effect upon soc1ety through the direct socialization of
ind1v1duals to exhibit those competencies, atticudes and values crucial to the
development and maintenance of modern institutions (Bock, 1976:352). . ’

2

«
This assumption has baen guestioned as the school effects are smaller than the

individual socialization model requ3res (cf.. Meyer & Rubinson, 1975). Due to the
7,doubt about the adequacy of the individual socialization theory some social
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peop]e may degitimately play wh1ch roles in socie quite apaft from whether
_the students are actually effect1ve1y trained or socialized. Those represent1ng
this view ma'nta1n that it is possible ‘to show that the educated, e.g., possess
greater p011t1;a1, social, cultural and economic &fficacy without concluding

that these traits were learned in school. Thus the individuals may learn the
values and competencies appropriate to the performance of the role allocated

to them by right of the schooling they have recieved after- they have assumed

the role (Bock, 1976:353 f). By ostensibly providing an open and objective .
mechanism for assigning individuals to unequal economic positions, the educa-
tional system legitimates inequalities (Bowles & Gintis, 1976:103).

The 1eg1t1mat1on and allocation model is not seen as an alternative to socializa-
tion theory, but rather as a supplement that exp1a1ns the process more precisely.
D With rhis framework. however, the schooling process itself becomes of secondary

[
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This is also the case in Bowles' and Gintis famous work Schooling in-Capitalist
America, in which the schools are seen as wholly determined by th& economic

i forces outside them. The educational system is viewed as an integral element in
_the reproduction of the prevailing class structure of society. The educational

. syster integrates the pypils into the economic system through a structural

- correspondence between its social relationship and those of production (Bowles

‘., ”_ & Gintis, 1976: 131) According to the author, the structure of social relations

* o in"education not only insures the student to the discipline of the work place but
develops the types of personal demeanor, modes of self-presentation, self- image
and social-class rdentification which are the crucial ingredients of job adequacy.

o

[ S I
The “correspondence principle” as well as the economistic position 1n general
have been criticized for treating the school 'simply as a black box which reflects
* the economic forcgs outside of it and thus misses the dynamics of what the inter-
pretalists have.ctme to call “cultural reproduction” (see Apple, 1978, Zacharias, $

1979). e

Internal-external functions of education: the interpretative standpoint

»
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Macrpsociological approaches (mob111¢y, selection, reproduction of the social
y'“*¥ision of labour) were not suff1c1ent to explain the failure of comprehensive
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' schools to reduce-educational inequality because they largely ignored the educa-

transmit & cultural heritage which is considered as being the individual property
of the entire society {Bourdieu, 1977:488). Instead, maintain the “new socio-
logists": the structure of knowledge and symbols in educatioral institutions is .
closér to the dominant culture and therefore intimately related to the principles
and pract1£es of social and cultural control in society (Apple, 1978). The purpose
of research is to exp'ore the ways in which a society selects, classifies, trans-
mits and evaluates its pup]ic knowledge (Bernstein, 1971).

1

’ﬁioga1 prucess. With the rise of the so-called "New Sociology," the search for an . ‘::
Anderstanding 6f the relationship between internal and external functions shifted

to the educational process. ! ’ i}

. - . ‘

) The S/F view of socialization is criticized because it treats the curriculum as a . ;

%&, ed and coherent mechanism in a consenSus world (Eggleston, 1977:18). Thus, ’ ;

! the functionalist framework is based upon the implicit assumption that the peda- §

;; gogic actions carried out by families from different social classes, as well as ¥

i} those which are practised by schools, work together in a harmonious way to . N

N
H
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:

e
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In all the§e matters the school curriculum takes on major responsibilities. The
important point here is, as Eggleston (1977:11) has roted, that through the

curricula the school ha§ an unavoidable relationship with the wider society, that .
the normative ahq,poyer fystems of the schools are not only part of the micro ;
system of the school but also of the macro system of all of society. The value s
system in society is thus reflected in the. everyday practice inside the school.

oy
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One fruitful attempt to link daily practice in the school .with factors outside
the teaching process 15 the frame factor theory proposed by Dah116f (1971) and
further developed by Lundgren (1972, 1977). Their work, which has its roots not ;
in sociology but in education, reveals the limitatinn of using theory on learning .
as a starting point for studying the teaching process. Contextual factors (called
frame factors) such as the subject matter, groups of particiiants, institutional
'customs and policies, and social structure of, the .institution are shown to govern\
and restrict the conditions for the educational settings. ’ “

\ [ , e ¥

A sap
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According to Lundgren (1979) the political process influences the teaching situa-
tion through its impact on curriculum, the administrative apparatus, school laws .
and school legislation. In turn then, the curriculum, the administrative apparatus
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i Y .
_.and.the laws of .the school are supposed to reflect the economic, social and poli~
tical structure of the society in the following way (after Lundgren 1972:25).

Social Cultural Political
Structure | e o

T A
e

Curriculur AdnlniztratQVe Judicial
Apparatus

Goal Frame Forral rule
System Systen

17

Dl e e s % T 7o
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governing ’ constraining regulating

J ]r ‘ |'

Edutational Procesc”

v

4

Paychological conceptualapparatus
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While the economistic-oriented models have been criticized for neglecting the

educatlonal process, the “new sociologists"” and the interpretative standpoint in

general, are accused of ignoring material and structural determinants (see e.g.
_Halsey & Karabel, 1977 a:49).

A o o
hdemyed k(v

’

Jo

Jhe Critaque on the one hand against the economistic position for being too deter-
m?histic'and overlooking the acting subject and on the other hand against the
interpretat1ve view for reducing the material and siructural circumstances -to
symbol1c context is a reflect10n of the classical dilemma in the social sciences
of how to relate the macro and micro processes“ said differently - the th1st1c
and.the individualistic approach. It is easy to call For an 1ntegratxgn between
the structural and intergrationist approaches and to warn against a false frag- .
mentation and dichotomization, but quite another thina o overbridge the seemingly
1ncompat1ble ontolog1ca1 and’ ep1stemolog1ca1 assumptions related to the two °
research traditions. Suff1ce is to state that an adequate theoretical persnect1ve
must.be a ble to take into account human ccherency and the creative pover ‘of indi-
viduals in acting in and transforming the world - and the relationship between
conscious acti%fty and objective reality {Goldman, 1969).

! v . . . . .
The effort\ to connect macro and micro prccesses often derive from a situation in
wBich the tesearcher has been distressea, as the original theoretical framework
was inadequate to solve the problem under study. Some “classroom restarchers” who
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_have-started fr&ﬂ a theoretical perspegt?ve restricted to ‘the teaching‘;rocess
" and/or’ the educational system have, in their attempt to reach an understanding,
" -moved toward integrating soc:etal aspects into the theoretical framework (see .
".e.g. Lundgren, 1977; Sharp & Green, 1975). This has been done by making me
assumptions about how the societal aspehts aré reflected in the educational

S system and the teaching prucess (see Lundgren's chart on p. 21).

" K] - ~ ;l
- Lk
. In order to direct study, thé mechanism by wh1ch cu]tural, economic, political .

and social structures are reproduced within the educat1ona% system requ1res a -
] quite d1f?erent approach than when the fask is merely to study the teach1ng
pr cess. It is our opinion that this has ta be done through a comparative app- )
roach, either historically or cross countries. To exvec’. "that one and the same o
researcher or even research group should be able ta cover both¢éspects empirically,
is unrealistic. }geAbest one can ask for is an awareness of research in the two

areas and a willingness to use this knowledge‘whenAformulating the assumptions I

g‘ regarding the level that is not covered.

> *  Conclusion

! "‘T:‘i“'? i - . ‘ H

; [~ In the ezrlier section "Interpretation of the Allocation Policy", we presented "

f the official view on how adult education is Suggested to contribute to the promo- ;

é " tion and redistribution pf resources. The discussion ended by asking under what :
conditions adult education could be a successful instrument in the allocation T

kY

f; policy. Due to the weakness of the so-called disripline of adult education, w8

: turned to "the general theory" of education, 1n order to seek a framework for

: answer1ng this question. We shall now summarize this brief review by present1ng
a simple paradigm (Fig. 2) that indicates the rules through which the educational

iy . chs
+. . System transmits and promotes cultural, pelitical, economic and social resources.

i

; .
g. We make no assumption about consensus. On the contrary, it™is assumed that the_
; educational system intentionally or unintentionally will reflect self and group 5
+. interests. n

It is argued that the educational system affects the individual's resources, not
“only by the .way it trains and socializes him, but also by the way in wh{ch the
educational institutions define the roles in the social and cultural hierarchy
.- that he may legitimately play. )
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Thus; the‘pol}tical, economic an&&ku]tura] struttures ﬁnf]uence the-creation of
1ndiv1dual resoﬁrres in two different but related ways. The first and most gbvioys
g way is through the so-called interchange systems e.g. curricula wh1cp link the

. y!der society with th everyday practice in school. Here we are relylng pr1mag){;
‘on the 0ah1iof-Lundgren frame factor theory. ‘

However, the educational system also Opéraies on resources in a more indirect way

) by allocating individua]s to their future roles. The resources the person.will t
" come to control due to the allocated role thus can be seen as quite separate from

the ‘kind of socialization that has taken place. This is not to dery that the :
puplls may be socralized to these competenc1es while they are still in school i# i
ant1c1pat1on of the role the school "charter” is believed to entitle them in the. ‘f
future (cf. Bock, 1976:354). In the paradigm. this is indicated by p]ac1ng a kind f
of fi]isr befyeen the outcome of the educational process and the resul ing .E
resources. For examp}e, it would be possible for.two oersons who have partici- ;
pated 1n two different forms of wducation to acquire the same “"human capital” yet R ¢:§
possess quite differéngfreSOUrces due to the rules that define what the "gradu- & }:@
ates” legitimately may do. ol ~ . : ) ;
AR

<

THE APPLICABILITY OF GENERAL THEORY FOR ADULT EDUCATION

g
N

General Comments . <
’ B ) <
So far we have briefly outlined some key elements 1n a framework for doing research
on allocation policy in adult Educatjon. However, there is an obvious weakness

with a paradigm based solely ¢n general theory. Although the most common principles
bearing on the relationship Jf social structure and social change to education hald
eqdal]y true for pre-adu’t and adult education, general theory 1s developed without
“ . altual data on adult education (cf. Alanen,.1978).

While the links between the wider society and pre-adult education take on a rather
“easily" definable charactrr (see.the Lundgren chart), the ties with adult educa-
tion are diffuse and less clear, This is a reflection of the different roles of
pre-adult and adult education in society.

“

B M ~ .
A key assumption in general theory presented there is that education has external
effects on Society and that the inner functions of schooling are linked to the
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B vexternal -functions. The fact that thege exist wide differences about?what these
vexternal functions are and the character of the linkage mechan1sm is lrrelevan’

Ato the po1nt we want to make. Thus the main difference between adu]t education and" g
pre-adult education is that the former in some cases may have only an inner funic~ ‘é
tion. This is the case when the education fu-fills only the role of, e.g. cultural 15
- consumptlon, more or less in the same way as does a visit to a muserm. This dis- ‘f
tinction is different, although somewhat related to the common notion that the é%
major distinction between pre-adult and adult education is that the former ‘é
-prepares the studemis for future life tasks while adult education is a resoonse \2
to 1mmed1ate needs. This discrimindtion, relevant as it is, misses the po1nt that f
the fulfillment of some of these needs is linked to the external function of é
education, e.g. the labour market's need for qualification.' R 4
We said earlier that allocation policy rests on two assumptions: that persons B
with low resources can be recruited and that the educational procuss will create E
resources. The paradigm addresses itself to both aspects. It deals directly with: r;f
the question of production of resources and indirectly with recruitment. Thus Tf
participation has to be.understood in the perspectlve of the cumuiative effects ;E
-

of the pre-adult educational system on recruitment to adult education. Thus,
instead of just concentrating on the differences between pre- adult and adultiEdu-"
cation and treating them as two completely separaté systems, participation in
adult education should be seen in the context of the role pre-adult educat10n 1s
awarded in society. It is puzzling that adult educators can so fully embrace ‘the
principle of llfelong -education_and yet still treat adult educat1on as a system

in splendia 1solation Our discussiog on applicability will depart from the
holistic view of education that has been advocated and be organ1ted around the

constructs 6f socializations and allocation. |
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Socialization . ' - \

1. is obvious that adult edgcatioh has.playeq a limited role with }egard to
sociali¥ation. However, we will adopt the view that cultural and social trans-
mission 1nclude’ not only the transm1ss1on of trad1t10n from one generation to

tne next, but also the transmission of knowledge or cuitural and social patterns
from anybody who "knows“ to anyone who does not‘(SIngleton, 1974:28). Socializa~
tion should thus be thought of as a lifelong process, in which the individual, s

through interaction with the surrounding world obtains his identity.
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‘ and he must des;re to pract1se the behaviour and pursue the appropr1ate énds.

4 Depart1ng from thege three elements the author establishes the follow1ng cross-
} \c1a551f1cat1on in order to analyze changes in the con* at of socialization

. if}hrough the 1ife cycle (Brim, 1966:65).

s

Behaviour Values .

: v Knowledge A B .
¢ Abirity (¥ i D

. Motivation E F
. A r 4

o Cells A and B indicate respect1vely that the individual knows what behaviour is
expected of him and what ends he should pursue. Cells £ and F indicate that the
individual is motivated tu behave in appropriate ways to pursue the designate&
values. Cells C and D fndicate that the individual is able to carry out the
‘behaviocur and to hold apﬁropriate values. \.

A

concern with values .3 a concern with behaviour. Society assumes that the adult,
_ knows the values to be purSued .in different roles that he wants to pursue them
with the sccially appropr1ate means, and that all that rema1ns to be done is to

At et

perceived functions of adult educat1on is reflected in the folicwing cuotation
) from Yerner (1964:88):

. "I-‘or purpoges of adult eaueutwr, at least, we can sy, thex’efuz’e, that
an adult 18 a person whv has come into .t state of life in which he hus
asoured responszbzlzty “for himgelf and usually for athers, and who has
cunzemitantly accepted a funutwm“y pr‘odm,twe role tn his cormanity.....

%&v”
1]

I

This distinction defines the character of adult educativn, sets the
bounaares for research into tne changiny patterns of respomsibiluty in
adult life, ard Ldentzﬁes the corresponding functions which adult educ
.y tion should perform. An important problem fbr research is to formulate
learning objectives which are functionally related to the emerying tasks
that create the need for learniny and provide the mo;zzutzon for parti-
cipation in adult educattcn.”
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According to Brim, the most important changes from childhcod to Adult socializa-_
tion are the shifts«in emphasis from motivation to ability and, knowledge and from

teach him what to do. That th1s interpretation of adult socialization governs the
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The emphasis on basic values and general, socialization comes out very clearly in,

.butes tn the formation of their ideological, political, specialist and cultural ig

Before:go1ng ‘into a more-detailed analysis of the cells in Brim's schéme, we
want to point out that the role of adult education varies from country to country, e
;dependlng on hlstorlcSl, economic, political‘and. cultural factors. ’
Societies that . historically are in a revolutionary phase tdke quite a-different
.view. on adult socialization from the one proposed by Brim and reflected in
Yerner's writing. Consequently, adult education is often not only consciously -
used but also described as an instrument for transmittlng new values and-effectlng
motivation. Where the inténtjon 1s to break down an old soclety and to build a
new, morality becomes one of the prlmary learn1ng prlorltles (cf Paulston, 1972):

<

e L B s B VI

for example, documents on adult education from the East European countries.

Skalka (1977:79) states: "It is in the very systemfof lifelong communist educa-
tion that adult education fulfills its significant irreplaceable function.™ He

fu .her notes that "it raises the qualifications of the working people, contri-

2l

a

level and of the socialist way of life.” In"these countries political education '}
belongs among the broadest branches of adult education (cf.- Fukasz,ulgla.llJ_________
The transmission of values through adult educatiop is also very clear .n many

Th rd Horld countrles, where the primary concern is the destruction of an earlier
colonlal syszem and the creation of a ney system. Thus the mass l1terary
campaigns often have strong ideological roots, as is the case in Algeria, Cuba,_
Tanzania and Vietnam.

e,

’,
N e ’

Countries like Canada, Sweden and the U.S.A., which are in a. conservative phase,
are not concerned with general re- -socialization. Consequently, adult eduoat!on
is seldom looked updn or referred to as an instrument for influericing baSlC
va.ues The exception occurs when adult education has a mabked component of re-
soc’allzatlon as in, for example, the education of immigrants. As a contrast to
the situation, in the U.5. "A. today, at around 1920 »Americanization” - the ma‘n‘
artivity of the public evening schools - dominated the scene to the extent that
:adult education betame syponymous with Americanization (Knowles, 1977:56).
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The. rest of the discussion cn tije applicability of the construct “socialization”
will be structured around "knowledge agility" and “motivation" according to

Brlm s “scheme..
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iThe moreSprnnounced role.that adu]t educatxon has- been awarded in the- process of
‘lifelfng Socxalzzatxon is re]ated to-the rapid scientific and technological )
hanges* To; some extent. today s situation has ‘some s1m11ar1t1es with what
occurred sune ‘hundred years ago hen due “to the diversified-labour market the

) tradlttonal institutions for socialization (family, church .and. communxty) needed
*to be complemented by a new 1nst1tut1on - education. fue to changes in the

y economy, the stiucture of the education system is beg1nning to be questioned and
-2 reorganlzatlon of the éducational system after the prlnc1ple of lifelong

el ducatlon {or recurrent education} is put forward. . ¢

. ¢
~
Lt

\'The general argument for society to invest in adult education is that the well ' L
eagca}ed youth tuuay "is an obsolete magﬂtomorrow, and that the accelerated pace Uw
_-of shria} change puts us in danger of becoming obsolete, .ot only with regard to

“-knowledge and skills, but also in values and senses of belonging (see e.g. Jensen
et al., 1964 V- The role of adult education would be to keep celis A and C ..
‘(knowledge and ,abitity) at a level matching the changes.

-

~t
.

iﬁdult educatton as a way to meet the challenges created by science and téchnology
1s in no way a new phenomennn but was put forward also in the beginning of this r .
i, ‘century. There is a difference. in reasoning that is worth mentioning. After Horld _ '
“War 11 the arguments for adult education have been mostly related to the econonw,

" whilg the cultural lag that was the focus in the earlier literature (see e.g.

ztjngeman, 1921; S0U, 1924:5) plays a relatively smaller ro)e;

s
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;)' The crucial question with regard to knowledge-ablllty is who is, really affected B Z
s <
5‘4

by the technological changes and.to what extent7 The general notipn in the fifties
and sixties was that at all levels of qualsflcatlon more education was needed to
‘master the job, i.e., the labour market was cons15tent1y moving towards jobs -

-’ .which involyed a general elevation of ‘educational requ1rements( The actuai deve-
‘lopment,ls, éé we have tried to show elsewhere (Rubenson, 1979), somewhat
different. There has not been a consistent move towards more educatxonally
demandxng Jobs, but rather towards greater polarxzatton Mechanization and
automat1on have substantially reducd(the qualexcatxons required of large

-
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‘;pglatiiqgidﬁ means- that the differences e5i§§ihg among vgriousﬁégoups entering
- ;thg’a;§on'ﬁaékétabecome.more‘aﬁd more pronounced throughout the life span.
Lo oc, N - =~ -

v

;Hifh*regard to‘ihe external-inte?ha‘ function of educétion, cells A andC have

~over-the last 20 years been.. c‘osely connected with the economy's demapd for -
qual}ficatxons, that is, to sat1sfy the ecqnomic goal (cf. the earlier diSCuss1on “2
on Swedish policy). The 1nterna1 process of these programs can neglect ‘the value '> :§
and motivational aspects as the transmission of ggperal role expectat1ons is
achieved through earlier schooling and allocation process. From what we have
beeu say1ng about the development in the labour manket it is obv10us that the
econcmy.goal will come into conflict wlth the’ allocation goal.

.
-

As often pointed out in the' adult education 11terature. the chenges affect not

only the demand for qualified labour but also everyday skills as those 1nvo]ved

) in cf11d-ra1s1ng. health, leisure time activity. Adult education has here become’

g . a substitute for tne help that the socia] network that existed in the tradi- -

/ :t1qpal communities could provide. If one were to take the standpoint that the
person had the motivation, the only problem would be-to provide the knowlédge
and skills necessary. There is, as we shall discuss later, little-proof to

- Justify this assumption.

® 5
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Returming to the interpretation of the Swed1sh policy of adult education, it is
clear that the adult education experience is ;upposed fo effect not only know-
ledge and ability, but also motivation f{Cells E and F}. An 1mportant component
n the resources by which the individua) can command his life ‘situation is the
motivation to pursue the desired behayiour, e.g., participate in political or
cultural activities. e »

The educational process canno{ be separated from its social context. Thus aduff
education theory cannot be based on the normative standpo1nt that edvcation !
should 1nfluence motivation in a certain d1rectmon Political and other dec1s1ons
reflecting the value system might come to influence the educational process in
such a way that the participants wiil come to be socialized “n quite another way

whr o os wosrorh 4

vt

{han expected {see, Tor nstance, Hoghielm's article below)
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,A‘oygcomgs of adult education one usually neglects the last aspect.

7A110cat10n add LegIt1maticn .

R

3

‘g Hutb regard to the paradigm in Fig. 2, how do the allocation and 1eg1t1mation'

funct10ns apply to adult education? Agcording to the paradigm the creation of
resources’ depend; fiot bnly on what takes place during the studies, but also on
»gﬁg rules defiﬁiqg what roles “graduates" may play in society. In research on

Instead, the )

iﬂ,pféble? 1s .conceptualized as follows:

4

Educational Imnediate , Intermediate Ultimate
Experience- Educational Qutcome Outcome
. Qutcome -

Cumulative

‘v Adults put to efforts of
3 | Adults learn use what they many adult
Adults engage | knowledge, learned. learners bring
in, learning skills, Qutcomes from ~ about a commu-
process. [ behaviour, these efforts nity change
. attitudes. can be attri- which can be
l _— - #buted,-at$least attributed, af_
- in part, to least in part,*
to the educa-

" tional experi-

. éducational .
. ance

: . . . ences of adult
y . ° . 0 ‘

F1gure 3: Distinctions between Immediate, Intermediate and i
Ultimate Consequences (Adapted from Farmer,“Sheats~
and Deshler, 1972:33) i !

i

The outcome will, acccrding to the chart, depend entirely on the educattonal

) , experience. The underlying assumptIon in the adult education literature is that

there is a positive relat1onsh1§»between the adoption of adult educationgfrin-
ciples (influeace from t?f learner, etc.) and the outcome.

N B

- To the best of our knowledge there does not exist any study that has directly

addressed the allocation effects of adult education. We w111. therefore, discuss
th1$ matter indirectly, departing from the following axiom:

« The better an education paye off in the form of income, status, occupat{bn,
political efficacy, cultural competence and related factors the greater
the socio-economic differences Letween participants and non-partictipants.

)
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,pfﬂ,aqﬂtp‘eduéaiion with-regard to socio-economic differences and then to what d
-fi~fa€€ﬁfftﬁé?,;pé.1p]ejoff‘adult.:education-_is applied. . | i :

Aee—emwnmbroad. vaen.of_learning.. The 0.5, legisl

e d A8 7
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. gareasoning -will Proceed;%i,n,\ two steps. ‘First we-shail look at different forms ™,

- LR
il

Gelow we have .attempted, on the basis of English. North American and Swedish dat,é.‘,‘fﬁtiqif
insert .some forms of adult education bn.the socio~economic difference dimension.” ¢

=

. NI < :
) 2 3 4 S SIS
No-socio-economic ° o ) - ,  large socio- O Y
. differences established ’ . econcmic
_between participants : differences .
and non-participants established g

between parti-
cipants and non-

participants
1 = Learning-project : ¢ :
2 = Study circles, comunity organizations, churches ) -
3 = Education through zmployer ' . !
.-4 = College and Uaiversity programs for adults . ' "
It may seem strangé here that "learning-préject"]:) is included as_)it is more or g

Jess seif-directed. However, with the dacceptance (in words if not in deeds) of
eriong-lea\rning‘,as 2 master .uncept for organizing the, educational system, the i
area for public policy is widened drastically as the concept embodies a rather

Jt,ion on lifelong-learning states:

Learning takes place through purmal.and i formal ingtruction, through
educational programs conducted by public and private cducational and cther

. inacitutions and organi.ations, through independent qtudy, d through the <
efforts of bustness, industry, and labor. (Title IB, Section 131(5)) T

+ 4 . ~ N ,} :

With this view on leagning, research on learning efforts has become of vital -

interest to those formulating policy and contrclling the distyibution of resources
(see Ziegler, ;1977,. This is espécially true as’ there doesn't seem to exist any
snarked variation i1n participation in learning projects' with regard to socio-
economic status or race. : T o

>

I)In brief a le2vning project, also callcd learm‘ﬁg' effort, is d highly deliberace !

effort to gain and obtain definite knowledge and skill to change in some way. )
To be, included, a series of related learning sessions must add up to at least ° 4
seven hours (Tough; 1977). . ) <
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'Hzemstzu 8 survey, 1tke several Qthers, has shattered some af our sterébtypes
dbout whe doeg not participate in lifelong learning. If we study participa—
tion tn adult education cldsses, clear differences show up betwben Jdifferent
naluttans. But that may partly occur because persons with high educational
ctﬁatnment have cause to believe that courses are move legitimate or effec—
.uzue than self~planned learning, whereas those who have had wnhappy school
experiences very intelligently refuse to repeat that experience and will
wlearn on their own. Turning to participation in learning prUJects, though,
mogt of fkese dszbrences dzsappear. ~ e, A
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Let us now move t{o the opposite end of the scale, where college and un1vers1ty

N

o o

¢

programs for adults have been p]aced For econom1c reasons, as well as for the
sake or .Juity oetween generat1ons aduTts who have previously been denied the
possitility to 42t post-secondary education are being given a second chance. The
peop]e that have bepefited most from the second chance are not, however, those who
never had a chance, but tfiose who had the first chafce, but did not take it. Hopper
, and Osbohn'(1975.7§) found that full-time adult universitystudents in England were
downwardly mobile. They could revise this downward trend by the adult studies

which thys, in fact, came to work against class-circulation. The Swedish experi-

g ence from the refonn of'higher gducation is of special interest inxthis connec-

. t1on as it’is one of .he few actempts in the world” to evolve a coherent approach

T 1 wng

PRI

Wy

D end mudl e s

" to gpening‘post-secondary education to adults. The Swedish experience so far is
. that the reform has served persons from the upper-middle class who were a]re'dj
quite well educated. Further, the findings follcw -the classical patterns that
the more pfestigious and desirable_programs are the greater ‘the social difference, .

between participants (cf. Kim, 1979). ‘ ¢

The Swedish Sarvey of L;ving Conditions shows that the largest socio-economic_

dﬁfferences are found ih post-secondary education {SCB, 1978). The great bulk of
adult education jin Sweden is, hogever, done through the,study associations, which p

dtu linked to the poputar movements As indicated on the scale, there are social . ”;

-

. glfferences between participants in this form of education, though they are not
*ked as at the colleges and_universities. The same pattern has been observed
[Elz\!, ' USA (see Johnstohe & Rivera, 1965:85). ’
vt i v . Y : . .
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According to the axiom, we would expect that the adult university prograhs, due
to the rules that define what a person leglt1mate1y can do, would create the
greatest resources and the learnlng projects the least. To a large extent this
is a reflection of the demand for credit and certification in society. However,
we should be careful not to reduce the QJe§tibn of resources to a matter of
'EFé&?E 3“h6n12Féa§£ as such. Thug at lTower sezio-economic, levels, adult educa-
tion or licence, while at the higher socio-
on job mobility (cf ~Qphnstone & Rivera, 1965:159;
g heterogeneous a concept to be

tion is used for skill certifi
economic level the emphasis 1
Cross, 1979:89). In the sam¢ way, non-credit is to

useful. What ﬁe really wang to know 1s to what extent the programs are just a

form of recreation and to (what extent they create, e.qg., cultural and political
resources. Following the gkiom, the hypothesis would be that the socic-economic
differences would be mopé pronounced where the content could be 1abe11ed "high-brow
culture” than in recreation classes. Unfortunately the materials we have found

have been grouped in such a way that they cannot be used for answering the
postulated hypothesis. . «

The Qgcond step imour analysis is to look at how the instructional methods

appl1 d agree with the principles of adult education. Available data (see e.g.
Johnston & Rivera, 1965; SCB, 1978) indicate that the socio-economic differences
are most marked in programs 1n which talks or lectures dominate and are smallest
where discussion is the method used. Stated 1n another way, there seems to exist
a negatf%e connection between the use of adult education principles and the
creation of resources. 50 as not to be misurderstood, it should be stated that

- this is not a criticism of the principles of adult education as such. We whole-

heartedly agree with the 1dea that adults, as well as children for that matter,
as far as possible should have influence over their own studies and be active.
The point we are trying to make 15 that the outcomes cannot be seen just in rela-
tion to the educational process as such, but that we must also take into account
what roles, culturally, politically and economically, to which the educatic
.allocates the person. ‘

Participation )

The discussion so far has dealt with only one of the two assumptions behind
allocation policy 1n adult education: that participation in adult education should
create resources. Departing from the general theory, we shall now talk to tie

Q
[: l(: ther basic assumption, i.e., those with Yow resources should be recruited.
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The object of education is to dev;]op in the child a certain number of physical,
.intellectual and moral states demanded of him not solely by the political

~ society as"a whole, but also by the particular milieu for which he is specif%-

" cally destined ?Durkheim, 1956:71). Thus, despite some rhetoric to the céntrary,
children do not leave the gducationa] system with the same bacic values.

With regard to Brim's scheme, the student, due ‘to selective socialization and the

allocation functions of education, will come to differ with regard to Cells
AzF. Given that, we accept, in principle, the argument so far, the question to be

answered 15: to which groups in society has the educational system transmitted

the instruments indispensible to the successful undertaking of adult education
Looking at the research on participation in adult education, we would conclude
that it is almost axiomatic that adult education increases rather than decreases
the educational gap between socio-economic groups.

Adult educators often point to schools as the major villair. However, it is

not very fruitful to concentrate only on experienced ‘cBmfort and well-being in

" order to explain the nfluence of schools on subsequent participation in adult

education. Such a discussion departs from the implicit assumption that the only
purpose of the system is to facilitate the achievements of educational and <
instructional goa];. One thus avoids thq'prob]ematlc aspect of how to account for
the influence of thesexternal functions of education.

An "adult education" that wmplicitly takes for granted that the adult is a
conscious, self-directed individual in possession of the instruments vital to
mak1ng use of the available p0551b1]1t1es for adult education and that relies on
seif-selection to recruit the participants, will help to widen, not narrow, the
educational and cultural gaps in society. Further transmitting a culture closely
1inked to the one dominant among the already resourceful group wfll result in
adult-education all the more perfectly strengthening this group. Far from being
neutral, the system reflects the values of the dominant groups. Thus, according
ta Bourdieu's thesis on cultural reproduction (Bourdieu, J977), the more
successfully we declare the neutrality of adult education, the more effectively
will the system reproduce the dominant culture. : ,
Despite the gross differences in participation between socio—ecopomjc groups,
Lhere‘are many participants frop the so-called disadvantaged groups. If they

L 43 o
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pa}ti cipate in programs which only Create resources in the area where they
already are fairly strong, the redistribution effects w1]] be qu1te small. We
shall trv to illustrate this by referring to part1c1pat1on by ‘Swedish women
classified as farmers. Their tota] participation figure is about the average for
Swedish women (SCB, 1978). F1ftv-5'v per cent of these women have been recruited
to a sfudy circle in handicrafts. (The average figure among Swed1sh'momen wWas -
25 per cent.) This type of course is usually of a hobby character that would o
mainly provide social resources. The interesting thing is that, according to
other data (see SCB. 1979:206), women farmers already have.stronger social
resources than women in general. . '
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Ir, order to account fully for the cumulative effects of the pre ~adult education :
system, we also have to look at the way in which people are ai located to different
natural societal settings and how. these affect participation in adult education.
The allocation of roles influences participation in two ways. Firstly, certain

[T P

roles provide more opportunjties to take part in adult education than do ‘others.
This 15 most obvious if we look at occu, tional positions. Not only do those in

. higher positions det more opportunities thrc % their work to ‘take part in ‘
nstitetionalized forms of education, but t _, alsc have by far the best chances ﬂ

|

to learn new things ‘on the job itself (see SCB, 1978:247). Further, they are in

environments which give them scope for influencing their situation. :
3 The other way that the allocation of roles has an impact is more indirect and T
g has to do w1th how the objective world influences the perception of reality.
¢ Thus, mental’ structures are 1nevitably formed differently in different social
: and histor cal settings (Mannheim, 1936:238). This is reflected, for example, in

the estab,. ed relationship between Job design and the individual's life outside
. work. o A
- . .
j When the scope for personal initiative on the job was limited by factors in. the
. work process, then the individual’s ability to participate during leisure time in
% activities which called for personal initiative seemed to decrease (Meissner, ' i
; 1971;. When employees were given increased influence over their own work, they
. showed a greater interest i® participating in decision-making processes, both it -
work and outside work (Gardell, 1976). ) ,
) , ,
el S |
z:j:‘ ; . . o




-Changes in the natural societal environment may modify the individual's view of

‘reality and-transmit new values ana competencies appropriate to the changed role.

<¢hénging the social setting can also alter the instruments through which a person

relates to adult education. We could illustrate the rolationship between the

soctalization effect and allocation effect on a person's active preparedness for
Tadu It edacation in the foilow1ng way:
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e e T s P i ST

-l v

,

g

during adult-hood for adult education
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.One weakness of the general theory as presented here is that it does not directly
account for competing cultures. This ic¢ less of a problem when analyzing the
school system which 1s bu1lt on the dominant culture, than when analyzing adult

educat1on which nas a somewhat more pluralistic structure. ¢

It may be recalled that S{F theory assumes consensu$ across social systems wuile
Marxist theory departs from shared valuec within class and from conflict between
classes. There 1s, however, a third way, the cultural revitalization theory,
which, in contrast, focuses not on social clesses but on deliberate organized
conscious efforts by members of a soc1ety to construct.a more satisfying culture
(Paulston, 1976:30). Before ending the discussion on the applicability of the
gereral theory, we therefore must address the question of competing cultures.

-

Competing Cultures

.

We can picture a situation in which a revitalization movement through adult

;. education transfiits a culture which is in conflict with the dominant ~ulture.

; Fig. 5“cou1d be said to represent the situation in Sweden at the end of the

N 19th century and the beginning of the 20th, when the popular movements formed

; their own adult education instititutuions; folk high schpols and study asso-

; [: lCons. Up until the present time thele study associations form the back- .
 ERIC \ |
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Selects, classifies, N The educational
Dominant . dis!;ributes, transmfts and system reproduces
Culture evaluates all that is . the cuyltural and
——————2 considered to be "public _— social structure
in society

knowledge"

Confiict

The educational

ultufe represente . Selects, classifies, distributes, / system reproduces

by the revitaliza- transmits and evaluates all that _%' the culture 3nd

tion movement is considered to be "the movement's social standing
knowledge" of the movement
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. came to be an important chafnel for .mobility through non-traditional routes.

‘Take -the. workers' movements as an example. By estabhshmg their own study associa-.
‘txon, they had.the power to control the content and methods and allowed their .

. institutuions that reflected the dominant culture. DB g —ug“'@‘?f’
o
. i . Society. e T
. y'ff&)
) ' Es;%ég%ii?fion movement (ideology, goals)
Py - ¢ *
)
St 20 ‘ Instructor
" | Target group Content Outcomes .
Techniques - -
Devices #
radke
b . ’ ' .
- <

‘was to train and strengthen the leadership and make the workers part of their f

- part of the establishment (see Fig. 7). -

3 socxalwn rms and behakurs.

.

‘.

educahona] programs to reflect their ideolegy (see Fig. 6). .
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5 panentheéisrétncwfd«bg mentioned that the North American labour movement, in
‘contrast,, decided to rely on existing adult education institutions. Instead of r
.trying to seize control and reproduce their own culture, they came to rely oD

P, 2

§ oo,

. < >

Fig. 6. Linkage between revitalization movement and the educational process.

Adult education as part of a movement .had both a socialization function (as
defined in Brim's scheme) and an allocation function. The task of adul* ecucatica -

culture and in command of their life situations. The movement's education also o’

&

The relat1onsh1p in Sweden between the revitalization movements and the dominant *
culture has changed during this century. The movements have, more and more, become
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Time

Fig 7. The changed relat1onsh1p between the dominant culture and the one
‘reprysented.by the movement. - .

t . " o : .
The changed relat1ons are reflected in the State subs1dy to the study assoc1a-
)\tions, -which since they were introduced in 1947 have drastically effected the
situation for the movements. The two most obvious ‘consequences have been an
enormous growth (the participation rate was about ten times higher in 1977 than
in 1947) and the difficulties in retaining and articulating the movement' $

.. specific_culture (cf. SOU 1979:85). = .

” L

.

hY

The movement's pr&gram of adult education has through the subtidy system an
unavoidable relationship with society at large. Thus the value system in soc’ety
has, through political decisions, come to restrict the reproduction of the .ove-
‘ment's cultJre and increase the influence of the dominant culture.
The allecation function of popular adult education has also changed. The wide-
spread credentialism is saciety has also reached the movements. Their educdtional
system has coma to be used less as an al*ernat1ve. but more as a complement to
—*—~j~the~off1c1alreducat1onal systenm.
Conclusion. ) - .
It is our view, as indicated in this article, that the général theory as outlinéd.”
n-Fig. 2 is adequate when solving problems with regard to the allocaticn policy
. 1 adult education. The gereral theory (th 2) is directly applicable to those
forms of adult education that are pa?t of the of ficial educational system, e.g.,

¢
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%3:51s mu11c1pal schools. thus largely govesned by the same mechanism as pre-adult %
2 edui_txon ThlS 1s not to say that the interaction systems are the, same. thle
the currlcula cau be a suffi.ient start1ng point for lookxng at the links

: between the w1der socie*y and pre-adult education the financing arrangements
”_icannot be left out when dealing with adult education (see e.g. Mgrch-Jacobsen's
. artxcle below) _ . ) -

The situation in Sweden today is that the allocation policy 1s implemented
through two dlfferent but somewhat related systems. One part of tne adult educa-
thn is completelynln the power of the publlc authorities. The other part, the

i pcpular adult educatlon, which could be seen as a competing culture is connected
with the official system through the subsidy system. In order to account for the’
role of ‘the revitalization movements in Swedish alult education, some changes
are needed in the presented paradigm (see Fig. 8). It is argued that the educa-
tional procéss as well as the allocation function are effected not only through
. their relation with the wider society at large but also by the relation to the
rev1ta11zat10n movement. . .

Uﬁ to this point we have outlined briefly a framework for conducting research on
the Swedish allocation policy. We have touched on the problem of taking the so-
called discipline o. adult education as a point of departure and the need to
integrate general theory into the discipline. In doing that, we oointed to the
relationship between the external and intérnal functions of education. It was
argued that, to the extent that the adult education system is gerrned by the
same ideology, power and per:eived group self-image as the formai schoo] system,
our assumption is that tis function is related to the functions of the formal
educational system and that the various roles it seemingly plays in socialization
have to be understood by the selection that has already taken plage.

s 3

Obvicusly this whole structure is presented liere only in fundamental terms. Our
intenticn here is merely tg outling the main points. The studies to be presented
in this volume are all carried cut within the theoretical context briefly
described above. )
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Fig. 8. The relationship between society, adult education through a revitalization movement
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Rllouat1on policy and adult education are concerned with social change Thus the
v1tal issue concerns the egtent to which aduit educat10n can help to 1mprove the
Ttv1ng\sxtuation of individual people and to change relationships within and
-between groups - large and small - and the community as a whole.
- &
Thlsm1s a highly complex quest1on and we do not really possess any substantial ’ R
dovumgntat1on oﬁ{thCh to base an answer to it. There are, admittedly,,a great
number of treatises, rnost}s theoretical. Thus the hypotheses concerning education
and soc1a1 change have reflected a wide variety of premises (usually ideologically
ed}, with structural functionalism and {more recently) the theory of® systems
é%onst1tut1ng one body of op1n1onﬁ?nd theories of conflict, including Marxism and

anarchistic utopism, constituting another. .
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These hyputheses, however, rest on very slender foundations in terms of empirical

.suryeys concerning educatIona] changes and their large-scale social effects -

Zow @ oW gn ey e

intentioral and un1ntent1ona] . ]

In most cases wnere educational ghaﬁges are implemented, only the goals and the
ympleméntation process are described, the effects being seidom subjected to any

closer analysis (Pau]ston;§1976). ,

;;.
2 S
el In order, theqiiore, to achieve 2 profounder understanding of educational and *
%aﬂf social change,We need to make a systematic study and comparison of a number o §

attempts at change, together with their intentional and unintentional consequences.
b3
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ot 'J’staEt with, however, one's expecfat;bns concerning the results of this type of
;- research have to be realistic. Thus educational and social change involves an
"\) xtremel} complex process of Interac*lon between an extraordinary number and
S [:IQ\L(:ariety of socia] factors. - .
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It is naive to suppose that this can be described or explained by means of simple -,
’%au%e-and-effect-mode]s For example, how can the effects of educationa] change
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be d1scerned in the complex process whereby present and future society is shaped

=

in a permanent 1nteract1on of economic, political and 0rgan1zat1ona1 forces at

-

 local, nat10na]/and international level?

- A}
Complicationslarise not least on account of the vigorous interaction of the educa-
Y . ! . > .
tional sector with other sectors of society. In many cases, for examp.e, education
ts also an integral part of activities in the organizations representing various

interest groups, and those organ1zat16ns too are a factor contributing to social

©owe gr L sean XA -

'Adevelopment

Specifying the effects of educational changes in general appears to be a complex

undentaklng. Discerning the effects of changes in a sgngle education field - for

our purposes, adult educa.ion appears almost impossible. %

But realization of the hazards i1nvolved and the entertainment ofk{ealistic expecta-

tions/ére no excuse for ignoring the question altogether. S

'

gt v
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One inp11cat1on of our argument, therefore, is that we need to consider the

foTlow1ng question 1n the light of practical experience. What social changes can -
be ach{evea ___ij611ce through measures 1n the education secto- and what changes

15~1it Unrea11st1c to expect? Py

;__ We shall now proceed to consider this question more closely with special reference
to the aims of adult education regarding allocation policy, together with the

. efforts made and the effects produced in this respect 1n Sweden. To certain extent

1 Weshall also take examples from otner Nordic countries, 1.e. Denmark, Finland and

; Norway.

. Thus ourintention is to assemble material concerming educational practice in a 4
; number of countries which are very syimlar in structure. This should help to

deepen our understanding of social and educational change and thus provide us
with.a petter foundation for educational decision-making and action.

> . R

The deliberations and material presented here come from a survey the author 1s
_CUrrentTy'engaged_in as expert adviser to the Nordic Council of Ministers. The main
concern of that inquiry, is with allocation policy and adult education in a Nord1c .
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perspective, so that the inguiry is based on an evaluation of adult education
policy in all th. Kordic courtries. |

This inquiry is not yst comS]eted- it has just about reached the half-way

mark. The del1?9rat1ons and findings presented here are therefore preliminary, but
e hope that di cussipns of this article will contr1bute towards the further
elucidation ofrthe problems involved.

WELFARE IN THE NORDIC AREA

Standards of eccnomic aud material welfare in the Nordi: countries are definitely
high when viewed in an international context, just as class differences in the
Nordic countries are considered tu be somewhat 12ss than in most other western
countries. Nonetheless, the level of living surveys undertaken i1n the Nordic
countries dur1n§ the 1970s revealed inequalities in the allocation of both material

and non-material resources between different populétion grouns. (Allardt, 1976).

N [
Whereas prev1ousfy attention focused mainly on economic and material welfare,
the Nordic countries today have a broader and more balanced concept of welfare

}h1ch can, for example, be epitomized under the heading "The evolution of the

welfare con.ept. From consumption to human activity and creativity." (Ross, 1975)

This approach 1s manifested, for example, in Erik Allardt's survey of welfare
in the Nordic countries, which contains the following classification of funda-
mental needs:

(1) needs’ related to m@teriél and impersonal resources (Having)

(2) needs related to love, companionship and sol'darity (Lovirg)

{3) needs devoting self-actualization and the obverse of alienation (Being)
Briefly,,Erik Allardt operationalizes the concept of welfare into the following
components in his Nordic su-vey:

(1) Having

- Income
- Housing
- Employmeat
- Health

(2) roving

- Community attachment
- Famiiy attachment
- Friendship attachment
- Friendship patterns
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- Education

[« 2

(3) Being
" - Personal prestige
- Insubstitutability

- Political resources
- Doing interesting

i
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qugst%gation. Insteadwe will simply present some of the findings as a necessary
background to the description of aims goyerning adult education in the Nordic

countries. . .

'A; Erik Allardt himself gives the following description of the starting point of his

-

investigation. . °

The aim has been to study individual welfure. Hovever, the tripartite classi-~
fieation of values does not exclude the consideration of values related to
social structure. When studying the dispersion of Having, Loving and Being we
are in fact studying the amownt of equality - ineq.ality. If ve follow a
suggestion by Johan Galtung, social justice in itg turn can be operationalized
by studying how need satisfaction correlates with important soctal background
varigbles such as cluss, sex, age, religion, race etc. Social justire Is then
the condition under which there are no correlation: one's need satisfaction
Joes not depend on who one is. Thus social justice prevails when, e.g. health
does not depend on sveial alass, ability to find companionship does not Jdepend
on race, political resources do not depend on sex, @lid so forth.

7
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It is-on these premises that Erik Allardt hac investigated the allocation of
welfare in Denmark, Finland, Norway and Sweden. His main findings tally with those
obtained in,similar studies at national level. The main structure of his findings,
.. too, is the same for all the Nordic countries. Thus he finds a clear connection

? _between the components of "having“. Ir other words, the duration and nature of
education are bound up with income, housing conditions, employment and health. The
longer a person's egucation, the greater will be his inEome¢ housing conditions
and health. Similarly Allardt finds that there is a population group {about 15

per cent) which has had a short-term educaticn and which by Nordic standards has a
low 1ncome level, less good housing conditions, ph}tica}]y and mentally strenuous
work and inferior health status. Furthermore, he finds a connection between having
gﬁég and'being, 1.e. a connection between education, 1iving standard and, for examp]e,
+ , opportunities of influencing society po]it1ca11y{ doin9 interesting things and

oS e gy Rt £TRE Puwl e P
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enjoying Qersona] Frestige. .-
s The differences shown by Erik Allardt are similar to the results of several other
parallel surveys. They have been an important back-ground for political action in
the nordic countries with the aim to put differentjgrbups on a'more equal ~ .
footing. Attention‘has naturally focused primarily. on education, in view of the
jmportance with which it i$ credited as an iqflﬁeﬁre on the distribution of other
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benefits.'Thus all of the Nordic countries have conducted practiczl exﬁériments
in different forms of egalitarian policy within most educational sectors.

’
Ay

Nore™ . education policy has lately heen based on the assumptlon that a realloca-
tion of education is one instrument to secure social change in favour of a nore
.equal allocation of other resources between the various groups of the population.
First and foremost there has been a desire to*reverge a trend whereby/;ocial
heritage determines the s-ope and nature of the edﬁcation received oy the next

. generation. Taking the education system as a whole, the expansion which tock
place in the Kurdic countries, during the‘sixties and seventies has not notably
redueed the inequalities (see e.g. Hirnqvist & vensson, 1980; Prum, 1976; The
Commission of tow Income, 19480). |

-~

-

These experiences have made policy-makers aware of the fact that there has been

too much fath on what a gencral strengthening of resources for adult education
could lead to. Further edycation poligy has come to be seen as interacting with
labour market policy, soc:al policy and housing policy and with the general
structure of welfare policy. The worst jobs in the labour market are not eliminated
through adult education. Other people take them over, en& competition for all job
opportunities 1s intensified. If adult educaticn is to cohtrlbute towards greater
eguality between aifferent population groups, it must overcome powerful social

qualifying adult edusation will not_in. itself be sufficient to improve the posi-
___-tion-of-a-partichlar group.
t 4 : ’ ¢

THE AIHS OF ADULT EDUCATION IN THE NORDIC COUNTRIES
Allocation policy is presented and interpreted “n the art, cle by KJe\l Rubenson
(see rp 1-45). . ’ o
However the greatest insight is to be gained by considering practical results.

. Thus it 1s arguable that practice as a rule refletts substantial aims and that it
15 a truer reflection than explicitly formulated goals of the real division of
power between different interest groupings in society. Aims which have not been -
officially formulated, for example, can also play a vital part in the allocation - .
“of resources. Thus it is an open secret that experienced po]1t1c1ans and organi-

Q  tional representatives often take a fiscul view of overriding, yerba]ly formulated

[: l(:als and attach greater 1mp0rtance to the distribution of resources
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mechanism working against the rocess of equalization. Thus an expansion of formal—

“
gt s

nhng  abre R

e ATk, BN s

o

¢




52

ﬂgimi]arly, of course, the goals of adult education, like those of atl other
' §9cia] phenomena, are not static. Thus they reflect the relative pover yieided
" by.different (political) interest groupings at a particular time. This distribu-
tion of power is changing all the time, Theoréiica]]y, therefore, ofie can ,
conceive of a transformation between the formulation of goals and the moment e
tl‘; when thay come to be implemented. .

i 4 . " ’ #
- Ne sha11 now proceed to describe how the normative pattern as expressed by the

a]]ocat1on goa]s has been materialized. Our discussion will start with a brief
description of how the goa1s have been 1nterpreted in the various Nordic -
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Interpretation of the allocation goal in the -Nordic countries &
Politically and at central governmental level, the individual Nordic countries ??

XL have to a grecter or lesser extent formulated oJerriding aims for adult education. %2

PN Thus the Swedish Government made repeated statements on this subject during the :%

; sixties and seventies, while in Denmark, Yor example, policy statements VEI?L.————/"*'”;%

?, confined to sporadic allusions. A““_Mﬂ_“,_,___—»-—~*~—*“’””"’”"_P;’f—: ?
Consequently the aliocation objective does not occupy the same central position ?
1n the adult education policies of all the Nordic countries, and its positioi is .
of course a manifestation of the power exerted by different political constella- ;
tions in the various countries ‘at certain points of time. 3

\j . ) . S . ‘ ?
In princ1pie, however, most p011fic31 groupings in the Nordic area endorse an' %
overciding egalitarian objective, and there is virtual unanimity toncerning the g
fundamental nature of the aim of furthering democracy. On the other hand, d1ff§}ent §

- interpretations are put on the concepts of equal ‘status and equality. Thus & f
distinction is made between formal equalivy {in the sense of adults having the -
. same formal rights to education as young persons), resource equality (soc1eﬁy must
ensure that equal economic resources are placed beh1nd the 1nd1v12ua1 person

& aregard]ess of social background etc. ), equality in terms o? formal qua11f1cat1ons

. (it'jis primarily adults with the best aptitudes that must be helped o get on), or s

; equality of ach1evement (educational resources must be reallocated so that the 2, ﬁ

i < least advantaged receive most). The i..ter interéretatibn fs equal to FQe a)loca- i 'g

7 tion aim. © i
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All these various 1nterpretat1ons have been put forward in the po]1t1cal arena o,iea
‘dur1ng discussions of the aims of adult education. But realization of one ega11tar1aﬁ .
aim can thwart the gealization “of another. For example, equality of formal quali-, -
fications and equality of achievement are mutually antithetical.

Denmark does not have any iegis]ation codifying the aims of adult education, but
the Minister of Education has made several pronouncements on the subject, for
examp\e in connection with the launching of experimental projects. Thus in 1975

" the focus was upon "the large, fo}gotten groups whica up till now have not
possessed the necessary motivation to go in for educational activities or
cultural activities of a more genera) nature". Furthermore, the Mimister clearly
speaks in terms of ailocation policy when she refers to “those who educationally
speaking are most'disadvantaged and underprivileged” and say;ﬂEﬁgE_g_;ysLeﬁ of .
Tifelong education must not‘sgfglg_ijeducationa] 1mpf6§§ﬁ§ﬁis for those popula-
gigg_groupS»whtch'afe'iTFEEdy privileged in this respect. Considerations of alloca-
tion policy are also present in remarks on draft legislation concerning formal
adult education and labour market training. (Mgrch-Jacobsen, 1979)

The Finnish Government adopted a programme of principle for adult education in
1978. This programme states that particular impertance should be attached in

the planning of adult erucation to the establishment of greater educaticnal
equa11ty Thus special attention should be pa1d to that part of the popu]at1on
whose educat1on is most deficient, the a1m beﬁng to encourage them to study and
n every way to guarantee and improve the1r educational opportunities. (Ffnnish
Government, 1978) The Flnnvsh objective has yet to be analyzed at close range.
However, a series of interviews which the author has conducted with Finnish rese-
archers. administrators, organization representatives etc. in connection with the
work on the Nordic survey, point quite ¢learly to the allocation approach.

The Norwegian Adult Education Act, passed in 1977, states that

<
v

S

The purpose of adult education ie to help the individual achzede a more
meaningful life. This Act shall help to give persons of adult age equal
accees to Knovledge, ineight and skille which stimulate the spiritual and
personal development of the individual and which strengthen the capaczty of
the individual for. independent effort and ca—operatzon with othere in
working life and in the life of thé corrmwnty -~
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gop§1dered 1n re]at1on to another section of the, same Act, Section 24, whlch
,feipressiy refers_to the reallncation of educational resources between social K
r,~‘classes age groups and. the sexes (Bi11 No 35, May 28. 1976) Furthermore, one ' v i
“—‘T observer concludes fre, an analysis of the Norweg1an Act thut "the section of fhe o
) Agult Education Ac* most concerned with allocation pglicy enJoys widespread poli-
. -tical support". (Knudsen, 1979) Another relevant document is the 1ong-tenn pro-

. gramme {1977~ 81) adopted by the Norwegian Government in_ 1976, which i urderlines

- dutles towards partlcuaar_groups in society in rela%uon to adult education

7 {Norwegtan ParTiament, 1976-1977). : \

o ) . ‘ . ?,,ﬁ‘“ \
\

‘The concept of equality underlying Swedish adult education objectives is best

referred to 2s -equality of achievement and the aim of the allocation policy is

‘to redistribute economic, political, ;ocia] and cultural resources {see Rubenson,
I

" pp. 4-10).

v a

Summing up, the al]ocat1on aspect has beea and still remains a central component
L of the explicitly formulated aims of adult education as defined by the govern-
?*~ ‘ments of Denmark, Finland, Norway and Sweden.

¥ «

we shall riow turn to ¢.- uss the measures taken in order 'to realize the allocation
solicy and analyze the effects of these méasures. ’

’

eay B D

MEASURE OF ALLOCATION POLICY I& NORDIC ADULT EDUCATION

s - AI1 of the Rordic cbuntries have mplemented a number of measures of allocation '
§ - policy, especially during the second half of the 1970s. The most impdrtant of *

s Ehese measures are as follows.' - ) i
Entitlement to educational leave (Only in Finland and’Sweden) . \‘

r - . . ',1\

3 In Finiand and, Sweden there exist legislation thot entitles all emp]oyees to leave ‘\

absence in order to pa‘t1c1pate in adult education. 4n employer may possibly -
stinulate a certain per1od from this Jleave of absence, but otherw1se the' employee
can devote his feave of absence to any form of instruction and is entitled to

+" - resume his employment afterwards. An employee can also opt to work part-time a .
i.: . fow hnayrsg a Week. . .

’ Q . ]
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Economic assistance for adu1t education participants’
, Sweden is the only country in the Nord1cfarea Yltgvg_ggggzal_system-of econon1c
e . support for adgl}_ggysat1on7—¥hu5’et6ﬁﬁﬁTE_§E—port can be given te particular

s ‘g’bups wh1ch are given pr10r1ty for reasons of allocation policy. The number of
2 benef1c1ar1es is limited by resnurces but, support is given to those considered

A

most in need. .

» °

A
h

<

This 2conomic support provic2s almost complete compensation for the loss of
earnings entailed by partic pation in adult education qPring working hours. -
There exist two forus of subsidies for adulcs. Hourly and daily study grants )
provide conpensatica for participating in shorter cources, up to 70 hours.

Studies which must be pursued for longer uninterrupted periods qualify for a
éf?\:\\‘\fpecia1 study e1Jowance. ’ ‘" '

r

. AR
. v’

" Qutreaching activities at workplaces and in housing areas

1y .

‘Experimental activation schemes have been mounted 1n all *he Nordic countries.
These schemes have entailed personal contact with the carget qroup in order to
break down barriers relating to information and attituaes, and they have been
conducted both at workplaces and in housing areaﬁ.

In Denmark the Minister of Education has announced legislaticn concerning act1va-
tion measures.

- X
&
.
’

ln;No rvay, provis%oné concerning activ%tion measures haie been included in the
Adult Education Act (1978), but activation measures have not yet acquired any
- considerable scope in pract1ce ,
In Sweden, activation measures at workplaced and among fishing and farming
communities are the subject of legislation passed in 1975, and these activities are
far more extensive than in_the other Nordic countries. Parallel to the legisla-
t1on concern1ng activation measures at workplaces, a Shop Stewards Act has been
passed concerning the status of un1on officials. This Act makes 1t possible for
outreach1ng act1v1t1es to be conducted among employees dur1ng working hours
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% teﬁns of allocation policy. For example, no such provisions are to be found in
_lthe othervise so comprehen51ve Swed1sh reforms passed in 1975. In certain fields, f
houever, development nas taken p)ace 1n all the Hordic cou;;;;zgg-}he following ,
‘exanples w11‘ be ment1oned

Ba50c courses spec1a11y designed for aau:’ who lack a fundamental command par-
_t1cular1y of reading and writing have been (ntroduced as part of formal adult
‘ApﬁucatIDn. Special arrangements have been introduced for the disabled, the mentally ’
 retarded efE., and. teaching has been specially adapted to these groups. Language

..and serial education courses have beén pravided for immigrants. , Y

’

rway has. also laid dovn in its Adult Education Act that 2it rnative -imary edu-
. cat1on is to be aeveloped for adults. This 1s axpected to conser the -are formal
 quaiafications as traditional primiry eqycat1on but it will be tailored more
closely to the aptitudes, needs and experiences of adults. Thus instruction will
not be tied down to traditional curricula, as is th. casc vnth\formal instruction
at present. The Act also declares the intention o€ building ur an alternative ;
system of evaluatior in which, for example, job experience can be creait:d and can
confer formal qual1f1cat1ons Means of translating these 1deas into practice are
current]y being d1$cussed (Dalin, 1979)

7 <

‘THE EFFECTS DF IMPLEMENTED REFORMS ~ ' . '
As was mentioned by way of introduction, the entire quest1on of measurIng the
efrects of changes undertaken in the field of acult educat1on is highly compli-
cated n terms both of more theoretical considerations and of empirical reasurement.
Thus the measures undertzken can be eyaluated in various fields and on various )
levels, such as the’ rollowing

< < . -

1} How many individuaﬁs and which persoas have beéﬁ recrui%ed, j.e. what is the dis~
traibution of participants by backgrouhd data? which social and educational groups
O : been reached? Which people have been recruited-within the various groups - th

l(:‘ .- | : ' .
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active and highly motivated members or other'%embérs?‘Whut is the backgnpund,bf
the ‘participants who drop out? J ) \\
. \ N
2) What is the effect on the total living situation of the individual participﬁqts?, K
One can, for example, adopt a wider approach in terms of welfare, possibly :
following Allérdt's'"have—love-be" classification in the Nordic welfare survey.
_ 3) The effect in terms of the strengthening of organizations and other groupings;
to what extent have they been strengthened as a result of adult education
measures, and how conductive are they to the fulfilment of goals of allecation
policy? / ' )

\

\ . s

4) The effect on society as a whole in relaticn to allocation aims.
5) Which of the inteaded effects have been achieved, and what unistentional effects
have there been?

- l A ‘
Starting with recruitment, an evaluation will here be undertaken of the effects

of the allocation policy.

i

-
©

¢

Effects of allocation nolicy measures on recruitmentx)

__The_recruitment of participants in adult education is a well-mapped sector of adult -
education research in the Nordic area. Thus in all the Nordic countries several ;
investigations have been made concerning the backgrounds of participants.

TSB]e 1 shows recruitment to some diffe;ent forms of adult education.

Due to different methods of\classify1ng the material and varying time-periods, it
1s diff1ch3t to make comparlsoné between the countries. It should 91so be noted
that the statistical figures which appear are soméwhat uncertain. ¥

s

raatn s -

" Xhis section is mainly gfproduééd from Rubensdh, 1979, :
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b16:1: Participants in some different forms of adult education.
- (After Rubensoriy 1979:5) A1l figures in per cent. /
N > *

£

] Voluntary . Compgtence; ln-seruike
Total educational oriented adult education
ascociation education

[# 59
(W]

“*Denmark : . 16 3 »
-.Bunnage & Hedegaard 2

#(1978) refers to ages .
1204 who participated
1975

\ Norway . 24 15.5 n
~"Knudsen & Skaalvik
a7, (1979) refers to
3o participants August
g’}» ] ’x\1977 - May 1978 - . .
RO 3 ~
% Finland 20 .
.Lehtonen & Tuomisto
{1975) refers to
. pérticipants\1971-72

3
Sweden A 32 131 1.4 52)
5CB1(1978) refers {app.18) QB)
to ages 16-74+ who
participated 1974

. ®

I)The figures for Sweden are probably too low. Another SCB-figure shows that the
numoer for mumicipal adult educaticr should be about 3 per. cent. The figures for
the ‘study associations are also too low, In 1974 there were approx. 2.5 million
circle participants. Hpwever, this number does not refer to physical persons as
one and the same person can be included several times depending on the nuwber of
courses in whi.h he/she participates. At a guess the true value s approximately

17-18 per cent. . . )
- 4 /
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S Z)A total of 27 per cent of the employed particpated in some courses during
working hours.

(LR e R Ty

As wan be seen from table 1 the voluntar, educational associaticns occupy a special
) posjtion. To illustrate the enprmous:expansion which has taken place in these
“. associations the development in Sweden during the period 1931-1977 is shown in
+ .. —
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b]e 2 The activity of the- vo!untary educational assoc1a£1ons in Sweden

’

(-3
In'what way have the increasEd opportunities of adult educati.n influenced the

distribution of education amgng different groups in society?

} ( . K H
The classic correlations between age - varticipation and educat1onal/$oc1a] group - -
participation, consistently emerge (Lehtonen & Tuomisto, 1975; Molander. 19735
Bunnage & Hedegaard, 1978; SCB, 1973; Knudsen & Skaalvik, 1979). Contrary to the
overall goal, the expanded system of adult education has thus served to increase the:
differences within as well as be}ween generations in these countries.

ARG 11 1170 AN ) (. '
Lo . '
B No. of circles No of circle
A \ ) participants.
© 1931732 " 7§uf> T
wamee - 141 . drew
1951/52 ¢ 33 482 386 117 "4
. 1961762° 87 060 882 777 ‘ 3
1971/72 203 423 . 2005 741
w758 . 321200 2 997 100 S s
) 4 * . T ‘ é

T
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Adult .ducation as a whole can be included %mong thé many material and non-material t
benefits which are unequally distributed in the Nordic countries. Thus there is a
connection between particjpation in adult education and educational, cultural,
regional, economic, vamily and general social background. As one might expect,
therefore, the shorter a person’s formal education hds been, the more inferior .
. his aconomic and social conditions will be, and the less likelinood there is of his ff
part1c1pat1ng 1n adult education as a whole. N1th1n the various educational groups, ‘
1t is pr1mar1ly the active, well-endowed and highly mot1vated members who part1c1pate,
The resuits are not unique. Similar results are repo-ted from other countrles
(see e.g. anden,_lQ)z». , ) &

[

by
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How are we to account for the fact that educational level consistently shows thé}

g RS e et
. + Y
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highest correlation with participation 1 ult educat1on7 To spme extent of course, ?
“ \ it depends on the fact that the h1gh1y-eduéated are often 1n occupational positions ' ¢
5. which offer opportun1t1es of pa-ticipation in different forma of education (see e. g.
%5‘; SCB, 1978, p 248). The fordic material shows, however, that the differences are ‘f
g [: l(:fery large even where* non-competence- g1v1ng adult educdtion is concerned (sce, 1978,J9
;;:) 147; "Bunnage & Hedegaar., p. 69 Knudsen & Skaalvxk 1979). ‘ 4
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This -can- be explalned by the soc1allzatlon which has ta}en place within the famnly,
tﬁe school system and, later on, Jn worklng'lrfe. This has resulted in_ adult educa-
tlon becomlng a part of the value system of certarn groups but not of other groups.

=% - :.&v:‘(ﬁ» ey vy ST g b
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Parfrcrpatlon in non- competence glv1ng adult ®ducation thus has been shgwn to pe a
s .part of a leisure style cons1st1ng of cultural activities - which is most usually
! .found in the middle and upper classes (Bergsten, 1977 p. 136 Knudsen & Skaalvik,

ﬂ979. p. 36). e

-

nry ‘\s,.'-(\ e "/

. Several investigations have yielded the observation thus summarized by Knudsen (1979).
22t
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Individual benefits tend to reinforce one anoyher. Similarly, individual
bene;zts are reinforced by structural ones. Citizens with more long-term
formal educat’on often live in municipalities with abundant adult education
_cppazwunzttes, g20d infrastracture and educational amenities within easy
reach. Groups whteh are acpeady privileged snjoy more ameni.ies and are in
the best pesition to acvail themselves cf t.uose amenities. .

L

; P ! »
. *ﬁﬁe of tne explanations of why education has not had the expected equalizing
"‘effeCts is that the advantaged groups .ave steered provision to too great an
_exte»t. This 1s due to the lack of a precise statemenf of goals concerning what
-forms and what educational content can work for redfstributive policy,’wha; groups’ R
~ ‘living-standards are to be levelled out etc !Brostrom &\Ekeroth, 19775. A study of :,Z
7 interest in this context 15 Finstad and Hansen's analysis of recruitment to Workers )

voluntary educational assocration. This study snuws that even an organization with
“pronounced redistributive policy ambitions has a provision which correcponds best
to the demands .of the advantaged (Finstad & Hansen, 1976). One contributing factor

is the general character of the subsidies which has made 1t difficult for organi-
’ 2ations who seek to obtain allocation effects. As they could not compensate for . P
the lncreased costs wnvolved in recrditing the underprivileged, they have been ’
forced to concentrate on other groups.
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The fact that recruitment problems m.st not be seen only as & question of how :

lnformatlon about the existing provision is to be supplied is underlined by the
" results of a survey of study needs and study obstacles among undereducated

(Rubenson et al., 1977). .

In spite of the availability of a wide selection of courses that was offered a

large group stated that they had no opportudities of studying the course they

- 68
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f\n .be range of opportun1t1es.

~e "

+The analysis of the effect of adult education are limited, however, by the fact that -
wost of the- national descriptions have cqncentrated exclusively on particular points,>
_above‘a]f the recruitment aspect and organizational changes. But this also reflects )
the fact that allocation p¥icy measures have above all been concerned with changes

1n these coptexts., Conseouent]y the analysis of allocation effects mainly covers
recru1tment effects; effects on the total 13ving situation of the individual - and
connect1ons with the form, content and scope_of adult education - cannot be empi-
r1ca11y élucidated to the same extent. We shall, however, con” 1der the meagre

material ava1:ab1e, and in doing so we shall consider a number of general issues
rélating t§ tae‘educational discussion.

m Pasaewe sl s Sk
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Af]oéation policy aims have been manifested first and foremost through a
succession of measures undertaken specifically on behalf of the groups which are
given top.priority in allocation policy. But the efforts wh1ch have been made are
Timted 1n relation to the total body of adult educat1on and, as we Have alreedy
seen, sthey have primar1Ly concerned the recrultnent aspect. Thus rPsources
available for allocation policy measures have been limited.- . .
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& The discussion so far has dealt with recruitment.to adult education in general. It
should be noted.that many of the studies were made before the allocation measure-
ments_came 1nto full effect. As regards the groups recruited via specific r~asures
of a1locat1on policy, evaluations of both experimental activiiies and permanent
arrangements lead to the conclusion that participant structure d1ffers from that of
the main sector of aduit education. As regards the identity of the persons recru1ted
with the ai1d of special recruitment fieasures based on allocation policy, there has
been great success in reaching persons with only 7-8 years previous schooling and
no vocational education (see e.g. SOU 1974:54).’howéver we must not fcrget that the
people affected by the special educational measures are few in comparison to the

) total number of participants in adult education. Béaring this in mnd we sha]] now
turn to the most specific measures, outreaching act1v1t1es and Study sub°1d1es
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~QOutreaching Activities*) . LT

!

?gw, if any, Nordic adﬂﬁ; educational experiments have aroused as much attention
internationally as the lexperimental orogramme FOVUX pursued with outreaching
activity. Trying to interest people in adult education through personal ccatact
is. of course,\not new; an the contrary, it has a long history in Nordic popular
adult education. The new feature which arrived with FOVUX is that the outreaching
activity is given a more established form and organization on the basis of ear-

" marked state funds to act as a recruitment model (SOU 1974:54). '

. . ) ;

The FOVUX activity was fo]]gked by a gigantic éxperimental activity not only 1n
Sweden but also in the other Nordic countries; so far especially in Denmark. To
give an idea of the mu]t1tdﬂe\?f projects which must have7

. Mmentyon that the Swedish Natioﬁal Board of Education's research orogramme for hous-

been carried out we can

e

; ing areas in 1976-1978 included no less than 136 local projects (NBE 1978-08~30).
;' Despite - cr perhaps one should say thanks to - the ext/nt of theboutreaching

. activity 1t is almost mpossible - except in a few inspénces Tike FZVUX - to

§ get a coherent picture of the experience gained. From each and every one of the
£

report. However, 1n view of the disposition these hav

;—-———to-draw—any—ﬁotgﬂcoherent-and genéral conclusions. /
4 ) / . i
We do not take up tﬁis aspect out of any wish to cridic1ze the NBE; rather, the

* intention is to point to the difficulties which exi15t when - completely correctly . /

in my view - a locally based experimental programmeFis carried out. Bearing 1n /

local projects in, for example, the NBE's experimenta programme there is a small
on been given, 1t 1s difficult

i | AVIE

Y

P H
*’» mind that large experimentul programmes are under wpy -in different countries,
«wewant to stress the need for analytical and cc-ordinating ability n the certral

_steering group. ¢

However, despite the difficulties we have indicated \we shal) try to take up same
fundamental aspects concerning outreaching activity and try as far as possible t7
. relate. the results available to these 1ssues. The point of departure 15 that
outreaching activity - as has been stated in various pfficial documents - is a /
selective method, based on personal contact, by means of which we want to achleJe
}edistributive effects i.e. recruit disadvantaged grouﬁﬁ. /

. \
f X)Qh{s section is mainly based on Rubenson, 1979 (pp. 12\€t¢ seq. ).
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The first question which appears is, of course, how effective the method has
turned out to\be. The results of some Swedish experiments have been summarized "
in table 3. It\is important to stress that we must be careful about making any ’
direct comparisons of these results as the circumstarces surrounding them are gery

i different. In fact it 1s only when we bring these into the picture that a comparison N
becomes interesting.

As is evident from table 3 FUVUX has been considerably more successful than all
the other experiments. Three factors have contributed to this:

>

+ certain selectivity concerning who was approached
>

T « advantageous study conditions]) .

L ¢ the way thefactivity was carried out. .

; As a warning for and a criticism of ‘the FUVUX result it is sometimes stressed that
, the selection which took place at the places of employment was made in such a way

', that especially those who could be ex, ected to study were contacted. The results

. from the first year of the experiment give this criticism some support as there was

a negative correlation bet~-en the proportion interested and the preoortion con- -
tacted at the place of work. However, 1n the material from subsequent years this
negative correlation does not appear. This, ;s well as the fact that 64 per cent of
those recruited 1n the fir.c year had never previdusly participated in any form of
.studies after elementary school, indicates that the good recruitment rosults cannot

; , ge dismissed on methodological grounas.
- RS

D1ne FodUx 1nvestigation was not conducted primarily to test outreaching activities,

bul was set up with the more far-reaching aim of applying flexible studying °
arrangements and varous other measures to encourage the participation of those
adults who, for social, psychological and geographical reasons, are not now
enrolled 1n any kind of adult education programme. The target individuals could
cholse between different enrolement conditions (studies divided between working
nours and spare time, spyare~time studies with 300 kroncr in incentive allowance,
or spare-time studies without such an allowance). No charge was made for the
courses or the materials used in “hem. In addition, €‘narcial assistance was

. payable to compensate fo- the ext.a cost of travel, ..als and childminding

entailed by course attendance. These craditions are distinctly better than

what could be offered 1n other experiments. The effects on recruitment of study

conditions and study support have been investigated. The possibility uf studying

3 half-time during working hours also seems to have had 2 relatively large effect

op recruitment. More than half of the selected participants, who were offered this

study condition, replied that it had been of great importance when they

. registered for their studies. On the other hand, the incentive allovance had

no tangible recruitment effect. Furthermore study support, in this case prin-

. @ cipally compensation for child-minding or collectively organized baby-sitting,

: [E l(:‘seems to have veen of some ,importance at recruitment among women workfng in the

. S home. For othe.. groups study support had 1ittle or no importance.

i
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Table 3. Experiences frqm a few Swedish experiments with outreaching activities.

-

! N Proportion Proportion Proportion Time per Cost per Cost per Education
« the study interested beginning® visit contact  conversa- for the .
| agent a course (Sw “tion study agent, B
‘ talked to X minutes crowns) days 4
_ Fovux (study qircles (total) 1 ’
in prinority subjects, 4000 - 50 40 as 20 40 5 3
average result per . . H
year) , T :

The Kronoberg project _1600 v 38 - - - - -

(study circles,
municipal adult | i A
education and higher . .

education) | : ’ " A .
NBE 1973 comprehensive school 33 1 7 7 10, ° 30 0.5 . :
studies in municipal ¢ . ‘ .

M Y

adult education and | . '
priority circles !

EF At owgy ey b
-

P

SAMVUX (no courses of fered 2400 73 20 - . 24 40 55 5
directly)

o
.
N

; NBE research programme in ‘ 0.5-3
. housing areas (study ‘
: circles)

{0 (NBE 1977-08-31) year 2 40000 - 18 13 21 - - st
(NBE 1978-08-30) year 3 50000 - 23 18 31 - -

3 N -

”Data not availablé. i -
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On account of the special supportive measures which occurred it is, of couvrse,
,Jmposs1ble to d1s€1ngu1sh c1early the significance of outreaching activity. How-
ever, interviews with those affected show that many probably would not have parti- .

i cipated if they had not been contacted in the' way they were. In connection to the i
outreaching activities of FOVUX - as of all the other experiments - the following £
factors, among others are of interest: %

. - \ / -

» Level of ambition N .

S ouhere tne act1vaty 1s carried out end by whom ¥ !

«The coordination between different study agents -

v
2

In the follow'ng these aspects are dealt with from a more general angle.

Level of amb1t10h

The fundamental dlv{dlng line goes between outreaching activity as a short-term
tool for recruitment and as a long-term instrument for giving the individual as
- fair a chihce as possible of judging whether he/she should commence some form of |
studies. Take experiment 3 in table 3; this is a typical example of an informative §
type of outreaching activity. In these earlier experiments in housing areas the 1
princigal interest was to inform about a particular provision with the aim of |
recruiting people. Moreover the t1me available was $o short that on the average only
7 m1nytes could be devoted to each visit. This procedure could really be regarded
as 'a verbalized brochure method'. Those who can profit from it are people who
a1,eaay have high study inclinations and many of them would register anyway.

Here we want. *o refer briefly to a longitudinal study of obstacles to participate =
1n adult education {Rubenson, 197.). The design allowed the 1nvestigator to examine
study obstacles 1n the light of both previous intentions and actua) participation.
When obstacles were studied in this wa}, it was observed that environmental
obstacles, in part1cu1ar “too little information", were - relatively - strong
deterrents among those who wished to part1c1pate but did not. In addition it was
noted that those who did participate. cou]d often be recogni ed by the infrequency
with which they reported psychological obstac]es prior to recruitment, while those
who vere not interested and did not participate wWere conspicuous by the emphasis

73
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-they placed upon such groups of factors, as "the education is of no value", and
" ““uncertainty in the face of the studies". o

o

Judging from these results ihe informative wwodel for oytf’eaching activity can be
‘successful only where those who were interested but had not taken part are con-
cerned. However, to reach the target group the Tevel of aspiratidn has to be much
higher than was the case in experiment 3.

o

P T e

In the SAMVUX project (experiment 4 in table 2) outreaching activity has been

l analyzed from a redistributive policy perspectwe (Brostrom & Ekeroth, 1976) The
auttlors stress that the fundanlental idea should not be to recruit as many as ;
possible in the short term. Instead the study organizer should, apart from giving ,
a compfehensive picture of <dult education, also start a contact which could be :
regarded as the first step in a process which may eventually lead to recruitment.

This means a departure from the short-term campaigns\which have mainly dominated i
-the activity. * :

.

s
Today has become popu]ar to agree with the ideas of SAMVUX. However, as far as
~"the author 15 aware the "long-term model" has never really been tried. To a great
extent the expe:.ments still proceed more according to a campaign model. The

explanation is not insufficient will, but the fact that the funds for the activity
are allocated in such a way that long-term experiments are mde difficult or :
crmpletely impossible. . i

The change that has taken place in recent years is a transition from more informa-
tive to communicative outreaching activities. If we look at the summary in table 3,
we see, for instance, that the NBE in its more recent experiments has given con-
siderably more time than previously. Existing reports from the study organizers

also show that they are now faced with pew and difficult situations in the role of .

¢ 'therapist'. *
‘ - - .
: The statistical data indiate - pernaps completely according to expectations - that
with the longer time 1t has been possible to get more people in.!he target group .

.« interested. The FUVUX su.cess as it zppears in table 3 is, apart from the favourab]e
study conditions, a consequence of the high level of ambition, i.&. abundant timé,
well-educa ted study org@nizers etc.

.
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‘ The .design of the Qubgidy system is probably the-strongest toel for directing the
1evel of ambition= A general character of the subsidies mkes it difficult for
O(Qam'sations which seek to obtain allocation effects. As they'can not compensate

for the increased costs i=volved in recruiting the underpr%vﬁeged, they will be
forced to concentrate, on other groups. ‘

It is common to distinguish between outreaching activity in housing areas’ and at
work-places. In the Kronoberg Project {no 2 in table 3) as well as in FUVUX the
min.part of the ag;ivity has been conducted at work-p]aces.x) Judging from the
number of pgrsons";'ecruited, it is obvious that the greatest successes have been

" achieved at work-places. Several interacting factors contribute to this.
In housing areas the study organizers simply do not ge* hold of everyone.
Another reason 1s that the groups who are outside the labour market are often the

* people on early retirement pensions and the long-term unemployed. Other groups are
jmmigrants, handicapped and those working in the home.

~

-

—
" ™

X)Outreachmg activities at work-places are poss‘ibie in Sweden on account of the
labour marked legislation, which gives the trade unions the possibility of
pursuing the activity during working hours. Outreaching activity in housing

really disadvantaged and hard-to-recruit groups. Particularly exposed groups are
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*  where people often stressed that their work-mates would land up in difficulties
3 (the Kronoberg Project, December 1977, p 73).

- i
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£ . areas still takes place in the form of an experimental programme for wnich the

. NBE 15 responsible. The voluntary education assqciations apply to the NBE for

préjects; the Board is responsible for evaluation. Where work-places aré con- ,

= cerned Parliament decided in 1975 that the regional adult education committees -

P should be responsible for funds which would befput at the disposal of the trade N

. unions. In recent years funds have also been allocated to the farmers' and the
fisher@en's associations as well as to the craftworkers'. .

¥ Through different reforms in Sieden it has been possible to 1ink outreaching

- activity directly to the Educational Leave Act and the Swudies and

H Study Assistance Acts so as to be able to offer as favourable a study sitwation :

as possible. However, it turns out that it was often difficult to exploit *

Lea existing legal opportunities. This was particularly true of small work-places

A )
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:As socxety has become more and more act1ve1y involved not on]y in education leading
to formal qualifications but also in popular aduit, aducation, demands for the co-
.ordination of information activities have grown stronger and stronger. rowever,

- while this has been happening, the voluntary education organizations have been

' Dutt1ng considerable emphasis on developing distinctive lmaqes in relation to one
another, they have also jointly adopted a partly dismissive att1tude to the sector
for education leading to formal qualifications. So the situation is not particularly
favourab]e as far as increasea co-operation in outreaching act1v1t1es, for 1nstance,
1s concerned.

Mithin both the Kronoberg Project and SAMVUX, models for joint information and
recruitment activity have been tested. Kronoberg was a joint project involving
different central authorities and the trade unions. Thus it has support at the

possible to get the different organizers of adult education to agree on joint
.nformation. The experience of the SAMVUX Project, however, is cowsiderably more
negative. Further, the NBE's eyaluation shows that the individual voluntary edu-
.cation organizations only presented their own arrangements and only obtained
information on e.g. education leading to formal qualifications in response to
direct inquiries, A similar split can be ctserved in the Danish experimental
progradﬁe (cf. Mgrch-Jacobser,, 1979). Without strong central support it thus
seems to te difficult to achieve any farreaching attempts at co-ordination locally.
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Study-subsidy

. The a;a31ab1e data on the Swedish reform of §tudy subsidie for adults i1ndicutes that
the target group has been reached - at far as the group is defined in terms of age
and previous education. In table 4 a comparison is made between those participating
in voluntary education associations and those who got daily or hourly study yrants.
This kind of grants often are used for participating in study circles ot other
shorter courses. Jn table 5 corresponding figures are given for, individual’s
receiving adult study allowance (intehded “or 1shger periods of education) and

' . participants_in municipai adult edutation.
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Table 4. Comparison batween participants in study-circles and individuals who
receige@dai]y or hourly study grants.

©

-

d

Educational Hourly and daily Participation in voluntary
background study grants 1977/78 educational association
CSN 1979:6 (per cent) total (1976/77) SCB 1980:5 (per cent)
< 6 13
(¥ 7 years 217 46 34 N
4 8 12 :
i . )
9 years primary 24 14 ;
education or e 3
intermediate — -7 5
schoo]l 3
Other forms of k)| 52
X + education e
100 100 .
. N 119 328 app: 1 000 000
+ . o .
P
.. Table 5. Comparison betweer participants in municipal adult education and indi-
viduals vho received aduTt study allowance.
£ \
Educational  Adult study allowence Municipal adult education
. background ~ CSN 1979:6 (per cent) (Fall 1978) sCB 1980:5 (per cent)
i 6-7 years 34 - s
: 8 yeras. 17t 9 19
F 9 years primary ) > }
iy ‘ 25 :
education 13 16 .
S Intermediate 8
N education A
Other forms of 16 35
‘. education
s : 100 k 100
: N * 22199 app: 175 000 "\
:g - L]
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i itegeived some kind of subsidy. However, the data do not say anything about how
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_As tables 4 and 5 show the proportion of underéqgcated is larger among those who

ormrs £ A

o

l’.ﬁhese individuals would have acted if no subsidy had been available. In other words,
);aré they the same kind of persons who anyhow would have participated? Here it is
;nécéssary to look at the whole reform strategy. Thus the possibilities for out-

‘t ,.reaching activities should be seen as an effort to reach the disadvantaged. How- "
... ever, it 1s aiways a risk that the available grants will be used by personc who

aré formally undereducated but in reality have strong resources. ‘

. CONCLUDING REMARKS

countr1es, 1ts effects unt1] now have been 11m1ted, if we look at adult education
as wnoie. Thus the antizipated effects werq‘unrea11st1c in relation to the measures
that were taken 1n_order to achieve the allocation goa] In order to reach the goal,

———economic fesour£e5~mustrbeAescalated“con51derab]yJ_Jh yiew _of the present economic

situation i1t 15 unlikely that the educat1oxa1 sector w1]1 ge. any additional money.
Further allocation measure must be financed by redistributing money already ava11ab1g
in the educational sector. Such a process will reveal underlying conflicts in >
saciety, and the real division of power between different interest groups will be
more visible. Thus the discrepancy between the normative pattern and the realization
of this resulting from the political decisions taken will increase. }

. T-ken as a whole, the guestion of adult education and allocation policy is a highly
comples one comprising, for example, elements from philosophy, political science,
economics, sociology, social psychology, organization psychology, pedagegics and
psychology. An integrated approacn 1s nonetheless called for. The distussion must
not be confined to recruitment, for example. Ideally speaking, the integral zpproa:ch
should inciude the following fields. )

¢ Fundamental human’and social 1deology. Views, as to what the world is like and
what it ought to be like.

-« Analyses of our present soc1ety, based on interpretations of velfare Studies,
statistics etc. What mechanisms are conductive to biased allocation of resources?

>
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In the light of J) and 2), a more detailed description and grading of important :

4
PRV

social objectives, e.g. the desire for a greater degree of equality between-
different groups of the population.

Adult education in relation to desirable social changes. Explicit and implicit
aims.of adult education. Allocation objectives and vary1ng 1nterpretat1ons of

the same. (The aims of economic growth, quality of lx?e and equality have tradi- .
tionaily been discussed in relation to one anothe.,, and theorists have considered ~
the extent to which these three aims can be realized conjointly and the poirt at i
whizh they come-into conflict with each other.)

The practical ability of adult education to contribute towards social change £nd,_ )
delberations concerning effects which can be realistically anticipated. Delinea- !
tion of the role of adult education in relation, for example, to labour mrket
policy, social golicy und co-operation policy, housing policy, social welfare

+ _policy and so on.

Resources. How great are the efforts made in pursuit of the objective detined?
The allocation of resources in various spheres. What supplementary arrangenents
are needed? General organization.

The connections between the form, content and scope of adult education and the K
social changes desired.
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. RECRUITMENT IN THE CONTEXT OF
"‘..’b:}‘;‘_l';ém-tlbn POLICY | ’

Lars-Erik Olofsson ™~ A :
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One of the most important aims of adult education is to nariow the educat{on
gans pﬁoduced by youth education. Adult education\is aq;umef in th?s connection
to act as an iustrument of allocation policy and thus contribute towards great-
WYoer fuality and sucial justice. ¢

C° » .
in .L-ursuv't‘o’f this zim, several educational reforms/have been passed over thz
years to, make it easier for inawvidual persons to participate in adult educa- ¥
tion. For éxample, the entrance qualifications for higher education have been
al*ered so that people withcut *raditiomal basic theoretical edutation can more
easily §a1n access to adult education a. post-gecondary level. THe connection
between family background and ecicational achievement has been dentlonstra'ted by
several studies, e.g. Husén /1969). Coleman (1966) found among other things
that family background ¢id a great deal more than school characteristics to
explain differences in the educatioral achievement of iadividual schoolchildren s
He also found that the diffec-ences butween individuals with differeat family . :
backarounds increased throughout their school careers. Cn the other hind, some
researc.ers take issue with the Colem.n Report. Carnoy and chgn (1976) pre-
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sent sevaral empirical studies that
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were done primarily as a reaction to the Cole Report c¢; 1¥68. Coleman
reported - erroneously - that once the spciogbonomic background of chil-:
dren in school 18 cecounted for, school Enpgis have ~egligible effect on .
. students’ achievement. The studies discusgkd here show that it is possible |
to alter the aliozation of resources in hools tc inerease the perfor-

mance of those who are now receiving f _schooling resources. But the
data also make clear that equalizing resoligpes spent or. schooling for chil-
dren of different socioeconomic, ethnte, o me}lal groups will not equalize

‘academie performance among those groups. -
.fhe questions to be answered therefore, are whetter the increased availability
of adult education will make it possible for the under-educated to obtain com-
pensation. How are the reforms experienced and which groups of individuals will
go in for adult education? Finally, the most important gteston of all: do
.educational reforms and increased participation in adult education have the
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ane znportan‘ element of a reform of the eaL»atzonaZ system concerns the

ahunges waten the reform in itself producesitn tndividual views concerning
the value tf refurms to the tadividual perspn. If the community.at large
rematns wnchanged and an educational raforn <3 carried out, it is probably

—m%ypwp.,e with a positive view of edur That mmvmvm-—' T
._...people L .0  have alreadyx recezved a geod edication, ' <
? e

7/ “

_If this s so,_the rgfomimguesxion_uu s.if anything, nelp..to widen_the edu=
A‘} cational ‘gaps rather thar reduce them. Rubenson (1979} maintains that this ic s
:‘ the case, and he attempts to explain this State of affairs and tv indicate scme ’ }
7)~ . of the preconditions that have to be met in order to change the course of de- ;
3 veiopment - namely active preparedness, strructural factors, working life and

educat1ona1 opportunities. /

The intentional aim of allocation policy in adult education is to vreak the W
vicious tircle whereby qutural capital is added to cultural cap1ta1 throughout
the individual”s life cycle (cf. Bourdieu, 1977 p. 493). The crucial question .
then arises to what extent and under what circumstances (with regard to adult ‘
: educati:on 4nd structural factors in society) aduit educat1on can decrease _the _ . ,_._ﬁ
.;__,_gap.that_has_heanadeyﬁlnned_;hrQuqﬁ upS‘qu1ng and ear11er °ducat1on The 1mm-
j itation of nearly all recruitment studies 1n dea11ng with this question 15 thai
- -they have been hampered by the lack of -long’tudinal data, sxncgﬁone.needs to be
- able to follow the development of individual subjects over a considerable
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period of time in order to study the effects of family background educat1on
and working life,

£

The purpose of this article is to shed empirical light on a number of vital qgeé-
tions concerning adult education recruitment view. in tne context of alloca-
- tion policy.

! 3
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The empirical part of this paper is fouoded on the data bank whict has been

built up within the framework of three research projects financed by the

NHational Buard of Education, nameiy the Upper Secondary School Forecasting

?rojecg,'the Vdstmanland Surv~y and the STYGG project (STYGG in Swe 'ish being
’ 3
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short for "stud1e7 and vocational choices ten years after 1eav1ng elementaryg

school"). The survey populatior. on which the three projects are based tomprises

the entire ggpbratIOn of pupils which completed grade 9 of elementary chool in
. the Count*/pf Vistmanland in the school year 1965/66 (3 650 persons). L
. /o | \\\ R
;r Among other §h1ngs"the data bank contains data concerning social backg}ound \
S completed education and occupational activities from 1965 to 1977, by which \ |
—— " ~Tetter date the subJects were about 28 years-otd. The data-were cotlested from '
- —regrsters-of—-varigus-kinds-and. via questionnaires. adninistered on YarJOUS occa-~ l

sions. ) ,
’ |

A more exhaustive description of the contents of the cata bank can be!found in
Appendix A. The greater part of the information was col]ected by means of
qu°st1onna1res pcater to the survey population. All quest10nna1re studies are
affect;d’by nosi-response, and this can sometimes be a rea] problem, especially
in -onQItud1nal studie.. It was rossible, howeve., to carry out comparisons of
response and non-response to the various questionnaires because prac ically

comprehen51ve information was available for the entire populaticn cq%cernIng
b such part1culars as sex, social class, line of studies chosen in grade 9,
1nte]]19ence test results and marks. :

M ]
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Append1x B contains a comparison of responderts and non- respondents “plus @
table showing the drop-out f§122;7In’the*varTuus*occa51ons<when questionnaires - ———

. |
3 L I
|

) ! N
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were administered.

Before 901ng ‘on to p.esent the problems which I intend to e]uc1date 1n empirical
terms, I would like to discuss briefly the term "adult educat1on“ It is hard to
qome up with a completely straightforward definition of the term 'becalse there
%re so many different factors involved, e.g. the part1c1pant s age, the level
bf studies, educational orgamization, the sponsoring organization and the dura-
tion of the studies and so forth.

’

i

The following defimition, provided by the Commission on Vocational Education'
;(SOU 1966:3, p. 276) has been adopted for the purposes of this article.

' Education ﬂammenczng after previously completed or dzscontznued basic
' education and after a certain period of vocational actzvzty Adult educa~
. tion i8 thus taken to include all education no* " /ming part of basic or
initial education. Basic education may have bee onfined to compulsory
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1
schooling or [t may have tncluded upper, secondary antd post-secondary educa-
tion. Adult education mugt therefore relate to all levels of the regular
education system. Its characteristic feature is that of being addressed to
adult persons who have been vocationally active for some period and have
thus gamed expertenze of gainful employment and working life.

As Rubenson (1975) points out, this definition also entail§ certain problems of
demarcation. How, for example, are we to characterize the act1v1t1es of the
adult educat1on associations? Winat are the minimum d1mens1ons requ1red for a
course to be classifiable as adult education? And. what.about.private-study? The.
following operational definition of adult education will be employed 1n this
' paper: ¥
) Adult edugation is all ‘education undergone after compulsory schooling

and preceded by at least ore year's vocaticnal activity. It must

correspond to at least one week’s full-time studies.

Ths def1n1t1on also involves demarcation problems. What about work in the home?

In the pre:zent article this type of work is treated on a level yath vocational
activity. ‘

3
v

The following pages will be devoted to an empirical investigation of certain
probloms relating to 1du1t education recru1tment as an aspect of allocation

oo e

Tpolicy, viz: "

- Do increased adult education opportunities at post-secondary level help
to reduce the educatidnal gaps in society?

e -

- What pattenn of deve]opment is described by the occupat1onal status of
groups passino through the education system in different ways?

- How does the content of adult education differ as between .ar ous qroups
wof paraicipants?

Aduit education as a route to higher education

The Swedish education system provides several different routes from compulsory
schooling to higher education. The trad.tional rout2 involves theoretical upper
secondary schooling ‘mmediately after compulsory elementary school, followed 1n
turn by post-secondary educatiop (subject, where most boys are concerned, to a

RN

R T T e TN e




® 7

experience embarking on nigher studies.

b
i E sua]s opt1ng for _the var1ous routes’

v\-vv»—\o P

o

go in for higher education.

Eald . 4

T most ot the boys - by hi~ .er education.

9
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twelve-month intermission for military service). The education reforms passed
in rqunt years, 1nc1ud1ng among other thxngs a broader basis of admission to
htgher stud1es, have resilted in an increasing number of pevsons with job

In the following pages, various routes to higher educati .~ will be considered
in terms of recru1tment Nhat are the charactom vics of the g*oups of individ-

We w111 start oy defiming three differert routes to higher education. For pur-
poses of comparison, moreover, we have the group of indisiduals which did not '

Group A.'The‘people in this group have opted for the traditional route, i.e.
¢ . compulsory elementary school followed immediately by upper secondary school and
then - alse 1mmediately, subject to the one year”s military service done by

) Group B. This group has completed compulsory elementary school and upper second-
ary school without any inte’mission and then comp]eted at least one year”s

_vacational activity Lefore 001nq on to higher educat1on (Vocational activity

have s+arted their higher education.

highe~ studies.

CERIC

S Tox Provided by ERIC
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“has been taken to include work i3 the home.)

-

Group C. This group has completed compuﬁsory clementary school and
“Teéast 6ﬁe'jEEF7§‘VEE§f{oﬁgTiéﬁETayﬁéﬁzgg;—agrk n the hone.’
people have qualified fur higher education, either tnrough upper sacondary edu-
cation or else by meeting the requirements for wider admission to higher educa-
tion. viz 25 years of age and at least 4 years”

vocational activity.

then had at
Eventually these

The ind.vidual subjects cannot be placed in any of groups A, B and C uniess they

4 Group D. Tais is the reference group, and 1ts members nave never embarked on

-
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Groups A-D are schematically desgribed in figure 1, below.
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What are the characteristics of groups A-D?

The various groups are compared below in terms of sex, social class, line of
studies chosen in grade 9, paternal education, intelligence test results and the
types of higher education completed by groups A-C.
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Table 1. Sex. Percentaras - ®
‘ Car,an 1 o .
g ‘.'G'm'up SeX 1 Boys Girls || Total (N) {
12 .
A , 54 - 46 335
« B 52 48 235
| L " 38 L | 2 e r o
i a9 T T sl | qlese -
5 ‘Total .| 49 51 2692
;« The social classification is based on that used earlier by the Central Bureau *4
: . of Statistics (SCB) with reference to statistics concerning the Swedish elector- i
? " ate. 3
: Table 2. Social class. Percentages "'f
3 | 3
i =~ ocial class 1
i rade,9) I I It Total
o Group P ("high") {"low") (N) - N :
A . 22 52 26 345 k
B B n 51 38 235 K
oS __ll_s__si_ ] a4 28 ‘
:\ ) D 3 37 60 1854 *
:* . Total 7 4z S} . 2692
s © %
i,« Concerning the balance begween the sexes, it is worth noting that boys have a
;"K somewhat greater tendency to pass through the educaticn system without any
;;c intermission. Girls on the other hand preponderate ingroup C, i.e. the group
; whpse members already suspend theirs education after < lementary ‘-chool and then
,'fj; 'proceed, one"way or another, to higer education.
} Table 2 shows that the I:Ippermost social class (I} choose the "direct” route to
f a greater extent than students from social class III. The preponderance of
& people from social class IIT (manual workers) in group C may suggest that a
ﬁ system facilitating higher studies without the stipulation of previous %heoreti-
;E cal studies s potentially conducive to equality. B.t there are problems
3, 7
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‘nvolved here. Kim (1978) has shown, for example, that only a few post-secopdary
students admitted pram.-ily on the sirength of their job-experience have taken

_ «cgrees or been in a position to pursue very advanced studies. Another proble

H , : .
f " Table 4 shdws that there is a clear connection between paternal education and

the route chogen by sfudents to higher education. Those opting for the direct

89

»

U0 g A D . )

. ‘whlch Kim pomt< out is the rigsing proportion of adu]t students curtailing f

" their post- Secondary studies at an early stage. L«?

Frma g o s £

. . . 3

There used to be a certain element of segregation in grade 9 of elementary R \ﬁ

%‘schovf rwpilS planming on upper secondary. school entrance took a separate line. \

- Table 3 shows that almost all members of groups A and B took a pre-upper second- T

) ary line of =lementary school, while' one -third of group C tcok other lines in i

* grade 9. .

\ -

Table 3. Line chosen in grade 9 of elementary school. Percentages

Line gre-uppei: Other lines Total (N) ;

Group secondary line ! "

A 98 2 345 N

B | % s 235 o

AR N T/ IS NN (A - B

0 3n 70 1854 ' ;

= Total - 48 52 2692 |

K |

: - l

3 Table 4. Highest level of paternal education. Percentages -

3 ’ :

Z . Educa- | Elementary| Folk high {Jun. sec. .| Gymnasium {University]|fotal :1

N tion | school school school, etc. etc. (N) ‘\

. ) technical ‘

Group college etc. 4

: A 53 6 15 10 16 | 320 /

¢ 8 63 6 15 6 10 212 |

CH [ B S N LA N I N 4 _ 123 ] ;

; ] 85 5 8 2 2 1523 K

: Totei 76 5 10 4 5 |2283
" "

M
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_ route (A) tended far more often than the members of group C to have fathers who
‘had attended upper secondary scheol or received some fg;m of higher ‘education.
Similarly, group ¢, compared to group A and B, is over-represented in terms of
_ fathers whose education is confined.fs compulsory schooling.

Finally we can compare the various groups in terms of ability as measured 1n
grade 9 by means of a standardized intelligence test. ’ . -
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Table 5. Intelligence test results TSfEﬁTﬁE‘pointsfr-Peweensagesl_m‘

A0

Stanine- ) Totat
Group alue | 1 2 3 4 5 6 7 X 9 (N)

A(§A=7.0) 0 0 1 |3 [ 122 |26 |2 18 342

s 1. 8y o fo | v |5 |82} erjie| 0} 2%
Ci%=5.3) (1 |4 |6 .]18 |27 119115} 7 2 | 256
D (ig0.6) |5 |8 |15 |19 lz2 6| 9| 4 2138,
Total s |6 [n lwe |2 tz] 8 4 | 2635

" (e %5-1)

3
xS

g
KOREER

% \" ff{(’{'ﬁ AR
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Table 5 indicates a certain shift towards higher intelligence test scores for
groups A and B compared with 'group C. ®

. Of the tocal of 838 persons making up groups A-C, 654 (78%) had completed their
studies 11977, . R

Table 6 shows tae types ot education which had becn completed, with reférence
to the various groups.
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; ’ X Group

iabie 6. Higher education completed by groups A-C. Horizontal percentage

E-4

“:studies .com~ LA 8 N N
pleted-at, ‘ =

‘?ééulty of law 92 ° 8 - 13

. {Arts faculty 84 7 9 105

“LEngineering faculty 82 9 9 43
Teacher training

.} establishment 80 5 15 - 9
Medical, dental,
pharmaceutical v

i facultﬁe 79 21 19—

"I Graduate school of
social science and
public administration 77 10 13 30,
| Faculty of economics< | 69 | _22 | 9. 23 _
Pre~schooi teacher
trainingl a2 8 80 .50
Rursing education 4 3 | 59 68
Other education 26~ 38 36 212
Total " 56 21 29 654

As can be seen from the abgve table, there are distinct differences between
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groups A and C where prestiyious courses of edi .ation are concerned. A very

large proportion of the students completing the courses provided, for e&ample,

at faculties of law, engineering and medicine come from group A, i.e. the

group from which student&'hage traditionaTly been recruitzd. Nabody in grbup C
has studied at a faculuy of law, medicine or dentistry. Only a small number of

people from group C have studied engineering or economics at post-secondary

level.

.

?w”‘
%

It is therefore a debatabie point to what extent the reforms whick have in-
creased the proportion of adult students at higher educational establishmnnts

have also led to an increase in social and economic equaiity. It seems as

though the new groups of students at higher education establishments tend to

a great extent to take courses which do not lead to the well-paid status pro=.

fessions.

— -

2

pR

“ o

])Group € includes three individuals for whom 1t has baen aifficult to tell whether
the occupational activities that preceded the pre-school Sz3rher training merely
are to be regarded as the compulsory practice that is needeu :.v admission or if

v

" 1s to be regarded as regular_work.
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The above argument applies to those who had completed their higher education in
1977. Those who were still studying in 1977 display the same pattern of distri-
bution between the different courses of education. Thus the same pattern ap-
p]ies to those who have.started but not yet completed their higher studies.

The study shows that increased opportunities of university and college entrance
have contributed towards social equalization, insofar as recruitment now in-
volves a greater number of individuals who were not recruited for higher educa-
tion previously. However, the data indicate that some form of tracking has

occurred in that the prestigiops lines include a larger proportion of group A .
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The change of the occupational status over time -

-

A11 education, of course, has one or more purpose;.'CQmpulsory schooling is
meant go provide young persons with a platform of knowledge and skills on which
to pegin adult 1ife. Education after compulsory schooling contributes to a

still more auspicious starting point for the individual person”s future career,
¢specially 1n terms of vocational options and the chances of finding a fitting *

-’

occupation. s ,
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There are many indicators of the long-ferm effect_”‘f‘évuCatT0n——6ne—vf—1ﬂﬂr———————————
‘most umportant of them 1s propably the profession or occupation wh1ch the indi-

vidual goes in for dering adult life, cf. Hopper and Osborn, 1975 p. 151.

Knowledge of « person’s vocational activity makes it possible, among other
*hings, to ascertain his approximate ear,ed income, working hours and social
status, which of course are major determinants of his ability to control his

o

own work and leisure. v -

If, therefore, it 15 possible to trace an individual person’s vocational career
over the years, one can also obtain an indication of the long-term importance
to him or her of education.

The data base which has.been collected for the survey group ntains par.i.u-
lars concerning completed education and concerning current octupations or em-
ployment at several different points in time..This makes it possible to study
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1: status, The occupations recorded have to be classified by some simple
and we.have adopted the mod1f1ed version of Roe’s classification system
-employed by- Husén (1969). -

= leaqing position - h1gher education required
= senior clerk och equivalent; normally at least junior secondary school

certificate or its equivalent required >
= foreman or the like . #
7

skilled manual worker
semi-skilled manual worker,

|

]

—unskitted-worker N . "

3 . By way of introauction, figures will now be presented for the three social j

N classes (1, II and III§ into which the Swedish people have been divided earlier. L

These figures illustrate the connection between social background and the trans- hé

L)

. vormation of the occupational status over time. Figures 2-4 show the changes &

undergone by the occupational status of each group between 1968 and 1977, i.e. N

- between the®ages of about 19 and 28 - e

. o ¥

’ &

{ 100 % B

O - 3

F ” y R §

v y .

39‘ . N

v -

. %

-
3: o Year T — T r =

& 68 69 70 711 72 73 14 715 <76 77 %

- ‘ 3 j ,,

o Figure 2, Change of the occupational status of pupils from social . :

5 + class I (*high") ki
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Change of the occupat1ona1 status of pupils from social class il.

.

4

EO
=]
I
o
o
o
3
&
-
w
o
-]
Iy
c
w
o
-
o
<
o
=
w
-
3
o
3

porl K

-—
g
2
]
-
o
p—ry

FCAN
N

class 111 ("low")

]
ey

ST e ey S £ 1S

The connection between sociaf background and thejchange over time of the occu-l
pational status is clearly apparent from figures 2-4
people from social class I (about 70%) had high status occupations. By 1977 the
proportion.of low status jobs iB this group had fallen to about 10%. Change in

social class 111 is far more subdued and appears to have practically stagnated

by l§77, unlike social class I. ’

In 1977, most of the

fn the argument concerning figures 2-4, no allowance has been made for the fact
that the different grcups have different educational leVels, nor for the way in
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which education -s acquired. lnstead these figures are mainly to be viewed as

an illustration of the great mportance of social antecedents as a determmant
-.,.of.nccnpatmnal development... These_figures also. serve_te illustrats the point ____
" that measures.of allication pohcy in the edugation sector have not yet ach1eve¢ s
full wmpact as a means of Securing greater soctcl and economic equality. If
they had achieved their 11 impact, dev‘e.Jopments would follow roughly the

. Tame pattern irrespective of social class. \:

T ) 3 ‘ ) - v -
} . Ina previéus sec,ti.&(p 79 ff) we d1scussed various access routes to h1)gher
X education. Our thre@Wgoups - A, B and t- have been described according to a .

number of background variables and in terms of the types of higher education
received. ) '

A

One essential qu-estxon in this connection 1s whether_thg gfoups pursuing higher
studies 1n the form of adult education, i.e. groups B and C, wi 1 eventually
catch up with those who took the direct route (group A}. In figure 5 the
various groups-are compared v{lth regard to the change of their occupational
status. The group which never embarked on h\ghnr .,tud\es _group D, has been in-

Y

cluded for-the sake of comparison. ' . . .
100 » e = s o= - ._ Roe=class 1 and 2|
é H S e ———p .
‘A .
re N
8 A
[ , ) \
; 0: . { T \\
— i 8
‘ N = —=c 1] .
; s : \A . )
. Roe- c]ass 3} 4 5 and 6
Year T T T T T «
> ) 68 69 70 71 72 73 4 75 76 77

Figure 5. Change of the ocoupatwnal status of groups A-D. The area above the
graph lines refer is to the proportion of high status \occupatwns
(Roe”s classes 1 and 2). The area below the graph lines refers to
the proportion oq other occupations (Roe’s classes 3, 4, 5 and 6).

1
Here we find a clear difference between those pursuing higher studies in the
form of adult education (groups B anc C) and those who opted for the direct
X
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; . .
route (group A), During the latter part of the period under cons®ieration,
group A has a proportion of high status occupations about 10% greater than in

89

[
]

- groups~This.-is.well.in.line with the.findings ,pr:t:sented,,eanlignﬁ.,g,. :
(p.84 ), to the effect that group A ténds more than the other groups to opt for
prestigious courses of education. We may also note that group D - the reference J
g;oup consisting of people who never embarked on higher studies - has an insig-

nificant change of occupational status compared with the other groups.

1\6“] status among those members

Finally, figure 6 shows the change of occupat

of groups A-C who completed the higher studies they had embarked on.

§

s

-
&N

k=

v

@ :
~o Roe-class 1 and 2 P
~a . - - , N
. . \ i‘~
> AY ~
\ R
/’ . \\\~ ~\“ ‘. / )
1 .o - N B* I
wct oo E
. . At - :
Roe-class 3, 4, 5 and 6 L / .
P 3 Year T T T T . T T T T :
68 69 70 71 72 73 14 15 16 77 / -
d AN : .
Figure 6. Change in the occupational status of the members of groups A-C ...C °f
completed their higher education. The area above the graph lines /
v refers to the proportion of high status occupations {Roe’s classes ,’
—  ———  — and-2}x-The-area betow-the-graph—tines refers to the proportion™of — |

-~ This pattern of .development ¥s very sjnfﬂar%e that presented in figure S, _

[
e

|
N

other occupations (Roe’s classes 3, 4, 5 and 6).

2 . .

though we may observe that the stipu]atibn of completed education produces a
difference between groups B and C as well. Once again, group A has the laryest

proportiori of high status jobs from 1973 onwards.

Summn‘g up, the gr.oup opfing for:the traditional direct educational route has
a more favourable start‘ing soint and paftern of nccupational development than

“the-groups pursuing higher studies in the form of adult education.
. .
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Participation in adult education 1977

o
S B Ler- e e e e
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The posta] questlonnalre comp]eted by the sury./ group in 1977 at the age of )
28 made it posoible to chart the extent to wh1ch they were participating in !
various kinds of adult education. Just over one person in four ®as receiving
adult education of one kind or another. Table 7 shows the connection between
participation in adult education and education completed previously.
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Table 7. Completed education ln(relatlon to participation in adult "
: education, 1977

e e
R v

ek T
>
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Education completed - Proportion taking part in N
- | adult education in 1977

, -
tata wm 2 Wl

9-yr compr. school 17% g 330 .

9-yr fompr, school +
continuation/vocational
school 22% 1 297

9-yr compr. school + .
upper sec. school/uni- .
versity/college 36% 1 039 -

P
.

g

Rt PR MR AT gty A, @

e

“Total ' 273 2 666 -

Q-

This table shows that a great many of those who participated 1n adult education
in 1977 had received a long education already. More than twice as many adult
education participants (36%) were rec uited from among people who had completed
their upper secondary or post-secondary education 4c fror among those who had
only completed their compulsory elementary schoo, = (17%). Those participating
in adult education in 1977 also displ:yed a somewhat Tore favourable change of
occupational status up till then than the .icn-participant groups, as can be
seen from figures 7 and 3, below.
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Figure 7. Change of oégupa;iona1 status among persons not participating in
adult education in 1977,. Numbers refer to Roe's classes (cf. p. 86),.
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- Figure 8. Change of occupational st
~ education in 1977. Number

Thus: where ocZupatiéna1 status is ¢
participating in adult education in
fayourably up till that date thun th
can be extended to imply that adult
the educational, economic and social

‘We may also note that men and women

Roe-class 1 and 2

68 69 70 N 72 73 14 715 76 71 i

Y extent in 1977 (27% and 26% respectively). On the other hand, persons belonging
to a *higher" social class (1) in grade 9 participated more than persons from

atus among persons participating in adult o
s refer to Roe’s classes (cf. p. 86).

1

oncerned we may also note that the persons

1977, taken as a group, had developed “more

e nop-participants - an observation which :
education tends to widen rathe; than reduce

gaps in society. ;

]

participated in adult education to the same
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social class III. Parti;ipptibn rates here were 34% and 23% respectively.
Fu}therﬁore, it transpires that persons going in for higher education, i.e.
groups A, B and C (cf, p. 79)parti&ipqted in adult education in 1977 to a far

*greater extent than persons who had never undertaken higher, education. The par-

“ticipation rates for groups A=C were 44%, 34% and 40%, while group D™ . partici-

N R pation” rate was only 20%. .
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The adult education offered varies a great deal in terms of both scope and con-

tent. Some educational opportunities are mainly designed to qualify the partici-
pants for working iife, while others are above all concerned with providing the
knowledge to open up.a rewarding, meaningful leisure. Many of the available
educational opﬁortunities can serve both these purposes. Personal motives for

participation are of course -ruzially important-in determining whether or not
education is regarded as a means of acquiring vocational qualifications.

Q

Since we have already discussed the importance.of adult education a§ a means of
reducing social, economic and educational inequalities in societv, it may be
interesting to distinguish between the education designed to qualify the inu,vi-
dual participants for vocational activity (investment), cf. Sohiman, 1976,

pp. 249- 252 and the education pursued for other reasons (consgmption).

pe oo

o . L ¢
In table 8, the participation of the survey group in various forms of adul. edu-
cation in 1977 is related to the motives given for taking part. The educatiunal

® activities attracting very small numbers of participants come last n the table,

with percentages. in brackets. Activities involving large numbers of Zonsumer®
participants come at the top of the table.
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Table 8. Participation in adult education i1 1977, viewed in relatwn to
reasons for taking part. Percentages.

~Consumption ™ Investment \ :g
; {Education of fEducation Education Other or not| N 7
. = no impGrtance{needed in needed in = |readily b
Type of education |[to the indiviHorder to order to cope|classifiabie .
dual person”sjacquire a with present |motives 3
vocational tradefretrain-job/qualify 4
activity ing for promotion i N
Course or study . > D 4
.circle arranged by ! o
an adult education ’ ’ -
association 57 2 32 9 198 |~
Trade' union educa® : LI :
. tion 50 2 21 - 27 103 3
. . o ¥
o General municipal . T
ﬁ; adult education .40 25 8 7 53 3
Y Course arranged by .- o - 3
£ employer 3 3 82 12 m
IS e T T T T T T T T T T T T T T T = &
HE University/college . 2 ’ o
13 studies 13 26 30 n 13
Other higher - .- .
educationy  _ _ | _ _4__ _|___ 86 _ |- 38 ___|__6&6__14
i Labour market . ‘
g _itraining (=) (£9) (39), : {5) 18 .
£ Upper secondary ! R
schoo] {7) (50) (43) (-3 14 |
4 Folk high schooln (1) (34) . (22) (32) 9
Vocational munici- .
pal. adult education (33) (1) (56) (-) 18 1
Other course/educa- - :
tion 2} 13 . 55 n 103

-

(Some persons took part:in more than one type of education. Hence the column
totals exceed the number of adult education participants in 1977.)

A1l courses of education, with the exception of courses or study circles arrang-
ed by an adult education association and trade union §tudies, were used as in-+
“vestment education by more than half the participants concerned. Only a slight

proportion of university or college education constitites consumption education.
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Hh1ch persons.go im for adult education as an investment relat1ng to their
future vocational activity, and which persons have other reasons for part1Ctpat-

Tables 9 and 10 shov the various motives by sex and social .background. -
\d N

Tab]e 9. Motives for participation in adult edutcation 1977, by sex. Percentages

Y

. Sex | Adult education as| Adult education as| Other motives, or N

consumption invesument motives not readi- 4
1y classifiable .

R
i et i
s i e LD B e

Men | - - 66" 0 |383
Women 35 53 . 12 346

Total 30 . 59 n 699

= g ‘

hY
L4

Table 10. Motives for part1c1pat10ﬁ in adu]t educat.on in ]977 by social class
(grade 9). Percentagcs . 5

¥l bn i MY e s

Social Adult education as{Adult education gs|Other motives, or ' N
class consumption 1nvestment . |motives not readi-
(grade 9) . : _ |1y classifiable

I (*high") (16 n 13 61
11 28 62 - 10 * | 330
a1 ("ow")] 35 54 n 308

Total "7 30 59 n 699

As can be seen from table 9, above, men tend more than women to participate in
adult education as a_form of invesumert relating to future vocational activity.
On the other hand, there is almost complete similarity between the sexes in
terms of education comp]eted up to, and including, the time of the questionnaire
in 1977. This state of affairs,cannot be altered to any great extent by the .
diffeqeﬁceareveéled by table 9 in terms of the focus of adult education. ’ o

-
. .

The differences of educational level existing between the various social levels
will not be evened out but will, if anything, be accentuated as a result of
participation in adult education in 1977. The educatiénal]y advantaged indivi-
duals frnm social class 1 makg more <investment use of adult education than
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persons from soc1al class I.I. The proporticr of students from social class 11

going in for adult education which did not directly confer® vocational qualifica-
‘tions - educatiuna consumption, in other words ~ was alpost twice the corre- )
i

sponding figure for social-class 1. The same tendency applies if the level of
education completed is kept cgistant; the sma]]én the amount of eddcation under=
gone previously, the more likely the person concerned is to regard participa-
tion in adult education as consumption rather than investment. At the same tipe
some research indicates‘tﬁat young individuals to a gréﬁter extent take part in
adult education as irvestment rather than consumption (Cross, 1979). When one
gets older though, reasons for participation in adult education turn to be more
and more reasons of consumpt1on rather than reasons of 1nvestment. This might
imply that our Investment group in the future will catch up w1th the consumption
group with reference to participation in adult educat1on as consumpt1on It might

also imply that our ,consumption group will never catch up with the investment

group Witk reference to adult education as 1ny§stment.

©
o

Interest in future studies ’ ‘

A <

-
~

The postal questionnaire administerea to the survey group in 1977 also served
to chart their interest in future studies. The tendency thus ascertained resem-
bles that which emerged from the survey of educational participation in 1977.

-~
2

Thus proportionally a iittle more men than women dec]are an interest in future
studjes (61% as against 56%). Respondents from social cIass [ are more 1nter-
ested than persons from social class II and 111 (70% as aga1nst 602 and 56%
respectively). Interest in future studies r1ses with the level of the educatton
already completed; 39% of the respondents who have only received nine years®
elementary schooli.pg are interested, while the corresponding figure for persons
who have completed upper secondary or_post-secondary education is 72%.

To an overwhelming extent, the purpose of the education in which the respin-
dents aeclare interest is investment, not consumptlon There is no great dwffer-
ence in this respect between the sexes or between social classes, nor does the
level of the education previously completed appear to influence the focus of

the studies in which the respondents are interested.

F1na]1y, figures 9 and 10 show the change between 1968 and 1377, of the voca-
t1ona1 status amogg the persons who in 1977 were 1nterested in participating 1n
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some form of educational attivity during the near future

were not interested in doingﬁ§§3i
d

<
100 # oo

T

N

Y

v 5

-

ERIC

A FulToxt Provided by ERIC

Figure 9.

Year

fgha

and among pécsons who,

68 69 70 71 72 73 74 75 76

77

o « -
Change of vocational status amoag persons who in 1977 professed
intérest in participatiag in some form of educational activity
within the near future. Figures refer to Roe’s classes (cf. p. 8¢) °

-
.

-

Roe-class 3 and 4

71 72 73 74 75 76

TRoe-class 1 and 273

Change af vocational staiys among persons who in 1977 stated that
they were not interested in participating in any form of ediucational

activity during the near future. Figures refer to Roe’s classes

(cf. p. 83)

*

¢

"'we f;nd’thax; t;ken ;shg group, the persoﬁs wishing to part%cipate in future
eduS?Fionaljactiviqj?s have uncergone a more favourable development in terms of
v09§§igngl;§tatus.tha2’Ehose who are not interested.vTh.s tendency, 1ike that

: already pointed out concerning the development of vocational status - ong par-

. ticipapts and non-participants in adult education in 1977, suggests tu.t the

‘respondents professing interest in future educational activities are already in,

Q sured positipp. Jhus it is a debatable point whether their educational
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. d reduct1qn»w1]1 be- the likeliest result.”

Fipal comments . : . .

uopportun1ti§5@to start higher education have increased.-
. . ; o

.+ quent in edacationally privileged groups. Those who partivipzte have already

97

interest and any future educational activity on their part will reduce or widen
the edicational gaps ip soc1ety There is nothing in this sfudy to suggest that

The study shows that increased opportunities of un1vers1ty and co]lege entrance
have_contributed towards social equalization, i a greater number of #ndivi-
4uals who were not recruited for higher education previously, now are being re- °
cruited. On the other.hand the study indicates that the prestigﬁous lines re-
cruit their part1c1pants mostly from the “trad1t1ona1“ group (A, cf. p. 79).

This probably meaps that the oceupat1ona1 status of group A will exceed that of
group C 1n.the” future. Qfouo C consists to a higher ex*ent of girls than of boys
and of students from a lower social class (cf. p. 83). It is therefore probable
that 1ncreased opportunities of access to h1gh£:deducat1onare not enough if edu-
cational equality is the a1m One must also notice that the great majority of
individuals (group D) do not part1c1pate in higher education at all, even if
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The postal gquestionnaire in 1977 made it possible to chart. the participation in
different adult educot1on activities on that occas1on More than twice as many
édult education participants were recrui‘ed from among peop|e who previously had
completed quite long education as from amcng tnose who had on'y completed their
compulsory school:ng:/In other words: Participants in adult education cre to a
graat extent peBp]e'nith previously completed long education. It is also evident
that well-educated people more often take part in adult education which is to be’
considered as an investment educaticn rather than consumption (cf. p. 94 f.)
Furth e it is to be noticed that individuals from social class I ("high")
use f?i?:reducation as an investmert’td a greater extent than per%ons from

. social class III ("low"). ’- :

P

Summing up, th study shows that participation in adult education’is most fre-

through their upbringing and formal schooling gainec a cultural capital for "the
future and participation in adult educat1on further increases th:s cap1ta1 Gn
the other hand 1t is ev1dent that part1c1pat1on in adultieducation 1ncreases the
general level of education even if the educationally privileged increase the1r :
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"™ data bank as intact as possible for juture use.

"5ieVelfmqfe than do other participants.. . .
; F1nal]y a few words cn the continpation of the research based on the data bank
‘considered xn this paper. Inu1v1dual patterns of deve]opnent will be 1nvest1gated
- } ‘rejarding’ occupataona] and educatIOnal status. DIfferent patterns will then be

/ related to income, attxtudes towrds present occupation and other var1ab]e5}
connected w1th\adu1t Tife. Sped??i\lgterest will be devoted to those who failed

. to complete their participation in aduls education. It 1s‘also probab]e that

7 ;, éfforts will be hade to administer another questionnaire within the next five

years in order tu recere more "final" information abcut the individuals' p051-
tions in society concarning occupat10na1, econom’¢ znd social status. As educa-
_tiopal reforms of various zmportance are carried out quite often, it is 1mportant

r is based on can, among other th1ngs, help to supply information on the
effects of different reforms. It is thorefore of great interest to maintain the

ﬂ'y ﬂEhave continuous poss1b111t1es 0 evaluate them. A data bank like the one thi$
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_ Time of .
collection
- "(Age of
subjects)

.

-

Method of collection

. . N

General déscriptionof the data .
collected

1965-66 .
{15-17)

Data from registers of
various kinds, e.g.

1966 (grade 3) . Tests

P61

1966. (grade 9)
{16-17)

1968
(18-19)

1970
(20-23)

1977
'(27-28);

1977
(27-28)

Questionnaire

»

Questionnaire

Questionnaire

records of marks.
)

Sex, social class, lines chosen ina
grades 7, 8 and 9. Marks for-spring .
term, grade o, Current activities,
autumn 1966 (educafibn. employment‘etc.) .

Scores dn Swedish, English, physics, =
chemistry and social subjects. P

Xntell1gence tests. .o oot

Parental school1ng Attitude to various
school subjects. Plans -~ leaving
schoo] Vécat1ona1 plans.

&
Current educat1ona1 and vocationai
activities. Future plans regarding

-accupation and education.

Register data‘

Questionnaire

Current educational and vocatioral
activities, Education.completed. Plans *
regarding occupation and edugatiion.
Attitufe to the compulsory elementary
schooling completed four years prev1ous-

ly.

Extracts from the SCB populativn
register. Income, address, marital

o

status. -

Current educatiomal and vocational
activities. Education compieted..
Occupaticns 1971-1677. Attitude to °
prasent work. Attitude, with reference
to current situation, to education
compieted. Discontinued studies.

Leisure activities. Educational and = °
vocational plans. Perceived impediments
1o education

The above is no more than a rough description of the total data base, which |
ccmpr%ses a total of some 350 variables.
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T oo SR (1) I * Appendix B
(a) Compar'sﬁn of. respondents and non-respondents in the' 1977 quest.lonnaire
- smdy and .-
{b) table of dropout rates for the varjious quest’ annaires, - ‘

{a) Comparison of respondents (77%) and non-respondents (23%) in the 1977
questionnaire study (horizontal percentages): 't

.

Sex < Hen domert

nap-respondents ) 60’ " 4D - '

respondents . o r 49 51

Y ”
° ' .
Social class in grage & |1 ("high") T | QIR
non-respondents 7 L ) 58 - .',2
respondents 1... 42 - 52 , q/“
N 7 . "_‘ % .
9 . - *

Line chosen ip grade 9 Pre-up.per sec. school Others

hgn-responagnts R 37 s 63

respondents * . s 8 .. 52

- : ._&‘A. - i -. >

Intelligence test scores"’ <(it°t-S) [ X, 5¢2S) >(Xot*S)

non-reﬁpondents “35?‘“ 2)5 S 67 i2

respordents r.a- 5:9) o 16 67 Y 17 . .
Marks for Swedish in grade 9 1 2 3 4 S, ' .
1non-respondedts. (X =2.9) 5 | 28. | 42 | 20 5 | .
respondents (X, =3.1) 3 20 a4 % |-7 y .

3 - . N

~ ‘ ' - -
- \ . *
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T more, the non-respondents did slightly less well than the respondents in the

P

|

v
.
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. We may conclude from this c&mparison that the non-respondents, .compared with

the requndents, includ€ a larger proportion of men, a larger proportion of
’:people from social class III, and a smaller propgitinn of students who opted

for thé.pre-upper secor.dary school line in°grade 9 of elementary school. Further-

Tutak

rwe oy Ty

intelligence test and in Swedish. o
! i ,
It is hard to judge the extent‘to which the structure of the drop-out distorts

' the results presented. The above compariso conveys only a general prcturg of

’ thé characteristics of the drop-out. One would, of course, like to find relevaﬁt
variables for a comparison in connection with every presentatlon of f1nd1ngs,
but this has not been possible in the present investigation because complete 7
ifformation on’the suyrvey population is only available for certain vuriables
(including those contained by the comparison). This problem, of course, affects
the majoriiy of pos}al questionnaire surveys.

\ °

The structure of the drop-out 15 uniform from one questionnaire to another, and
the comparison for the non-response in the 1977 questionnaire 1s valid on the
whole for the non-response in the prev ous questionnaire studies as well.
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This means that there is complete long1tud1na11ty “for about two-third
original group In comparisons over time, the questlonnalres can be studied in
pa1rs ;s which serves to reduce the drop-out somewhat; cf the table above.

, (b) In longitudina. studies of the klnd which we are now considering, things
: i’ are complicated by one”s haviny to keep tabs on several drop-out groups. Diffe-
§:~ ) rent people reply to different questionnaires. The following table illustrates
7 the size of the various drop-outs over time which have to be taken into con-*
f; sideration in the present study when interpreting the results obtained.
%j . Table of response (R) and non-respbnse (NR) over tgme
H | '
i 1968 questionnaire 1970 questionnaire 1977 questionnaire N %
; (response = 86.4%) (response = 81.3%) (response = 76.5%)
P HR MR MR 147 4.2
1 . R NR S 205 ° 5.8
¢ NR . R NR 6 1.9
; R NR R 106 3.0
A -~ R . R NR 412 11.7
R . N ) R 200 5.7
HR R : R 159 4.5
R R R 2229 63.3
3524 100%

The.base number 3 524 refers to the number ofpersohs we know to hi 2 rece:
the 1977 questionnaire. The hundred and more persons who are m1§smng compared
wlth the=3 650 members of. the or1g1na1 group have either d1ed or emigrated or areN
otherw15e untraceable. The tablé shows that ‘4. % dld not reply to any of the
questlonnalres, 10.7% part1c1poted once, 21 9%. part1c1pated twice and 63.3% re-

3

s of the

Finally, we may observe that the dlsaquntages ent411ed by a longltudlnal‘des1gh
in terms of drop-out are often counterbalanced by the superIor precision of the
information obtained. For ex%mp]e, errors of recollection are more common when )
data are col]ected retrospectlvely - !
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DROP-OUT IN MUNICIPAL ADULT
scdoon_s IN THE CONTEXT OF
ALLOCATION POLICY

'

SAEAENT T AR A Y, A EPe
LY
I3

Lena Borgstrom

T e e g LA

The .past decade in Sweden has seen a rapid growth of interest in adult educa-~
tion. A reform of this sector in 1968 made it possible for adults to receive,
free of charge, instruction corresponding tu the curricula for youth education;
the system thus established is termed’municipa] adult education.

Drop-~outs are one of the mﬁ%ﬁ; problems 2ffecting adult edu, tior, and muni-
cipal adult education is no exception. The finainjs on this subject which I
shall be presenting in this article come from a project aimed at evaluating
municipal adult education in certain respects and concentrating partiEular]y
on the p,oblem of drop-outs. Before we go on to the actual project, however, I

)

e

DEEEEE=E

- sfiould start by outlining the municipal adult education system, the background
% against which it was established, its aims and the pattermn of its development
i so far. - ..

[
s

A short history of munjcipal adult education-in Sweden

g . -

A LY
. Br1ef1y, the background to the 1968 reform of adult edu;at1on was as fO]]OﬂS
(see also Rubenson's article above). . e

K
P

There have been several refo..ns of the Swedish school system during the pré:
- sent ceﬁtury. The reform process has started from the bottom and worked up-
wards. The >1d selective school system has been syperseded by a nine-year com-
_ prehensive elementary sciocl in which all pupi]sf}eceive the same instruction
. up to and ingluding their sixth year of school. A certain amount of differen-
tiation takes place during the last three years via optional subJects an
choice n~ augmented. courses of study in cértain theoretjcal subjects. Tde%bld
academic aymnasium has been Ssuperseded by an integrated upper ‘3econdary school
incorporacirg both two or three-year as well as four-year theoretical lines
Q “nd two-yr sr vocat1ona1 ones. Today about eighty per cent of elementary schoo]—
[:IQ\L(: eavers go on t6 upper secondary schooi. . .
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Jnational school for adults in 1956.

106 :

The initiative leading to the reform of adult education came from the Govern-

ment Commission appointed during the 1960s to investigate the content and orga-

nization of upper secondary education. This camé after a rapid expansion of the
school system, with progfessively larger proportions of each annual Tcohort re-

. ceiving education, both compulsory and vo]untary Labour force surveys and

forecasts indicated that this educational interest op the part of young persons
was mat ched by heavy demand for skilled labour among the majority of prospec-
tive employers of upper secondary school-leavers. Emphasis was laid on the
crucial importance of education as a factor of national growth and development.
Developments in the labour market were characterized oy structural change and
rapid technological progress. It was clear that i, a situation of this kind
education also haq an important part to play as a means of enabling adults to
adjust to the changes thus occurring in working life. A rise 1n general educa-
t1ona1 standards would facilitate retraining and further education and would
thus be conducive to the more efficient dep]oyment of a limited supp]y of
1abour

Given this 51tuat1on, it was essential to exploit the reserve of talent which
must exist among};he labour force, .in the form of persons who were capable of
assimilating upper Sﬁcondary educat1on but who had been prevented by the in-,
&dequacy of educat1og~1 resources from doing so when they wer ounger. In 1963

_ the Upper Secondary Schools Commissiun estimated this educational reserve at

about 180 000 persofis. - !

. ¢ ;
There was no longer any novelty attached to adult education as such. The ques-
tion of 2 jh school for adults had 51ready been raised by the 1340 Schools
Commission .-t up to'invest1gaté the organization of the school system. The

proposals put forwara by the Schaols Commission led to the establishment of a

~

By thas tme a number of evening séhoo]s had started, usually under the aﬁsp1ces
of adult education associations. The arguments in favour of heavier investment
in adult education were reiterated in a report presented by the Commission on
Social Befiefits for Students in 1962. Ideological considerations now hegan to
appear when reference was made to "strong arguments of justice .. in favour of
péop]e being given the opportunity of education denied them in younger years"
(SOU 1962~5) A second national school for adults was founded in 1962.
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The Upper Secondary Schools Commission, whose investigations were started in

1950, acted on its own initiative in proposing a public scheme of addlt educa-‘

tion. This new scheme was primarily envisaged for the benefit of people who had
wanted to change their course of “studies during youth education but had been
prevented from doing so by the inflexibilities of the system. Another important
group which the Commission had in mind was people who had attended upper second-
ary school previously but who, for one reason or another, needed to improve or
augment the education thus received. Adult education was also to provide persons
who had come stra1ght into working life on completion of their compulsory
scheoling with subsequent opportun1t1es of “receiving a form of upper secondary

sthopling which they were capable of complet1ng

o
°

The view was taken that upper secondary education should be the prime concern
of an adult educational ostatlishment. Elementary education should also be pro-
vided, however, primarily for persons needing to augment the1r basic education
in order to pursue higher studies successfully.
The adult education reform passed in 1968 made vhe municipalities the sponsors
for a form of adult education to be conducted in accordance with the elementary
school, upper secondary school and vecav +ional school curricula, but compared
with youth education, the normal time schedules for adult implied a ‘reduction
by between 30 and 7¢ per cent. The aggregate resources of each municipality -
instems of facilities, teaching materjals and teaching staff - were to be madé
available for adnlt educat1on purposes. - -

~ .
- - il

The progosed reform (Govt. Bill Prop. 1967:85) was heavily criticized in many
quarters. The popular education organizations took the Yiew that many of the
dut1es entrusted to the adult high schools could have been more economicatly—-
and flex1b1y discharged by adult education associations and folk high schools,
with their long exper1ence of adult education. Also the Hat1ona1 Board of

“Education (NBE) was critical on several counts.

The Government Bill also came under heavy criticism from the non-socialist
parties on the ground% that it was incomplete and that nc consideration had
been given to the industrial policy and to the ability of Swedish enterprise to
compete on the international plane. The Government gill, they argued, gas
fettered by a traditional scholastic mentality. ﬂ%i

~
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ﬁeve]ounents following the reform of adult education

g ?befelopments after the reform were influenced by the big trade unions, especially

“LO (the blue ‘Col)ar union) and TCO (the white collar union group). Among other

“. things, L0 argued from a research (LQVUX, 1969) showing that persons witha -~
longer formal education had higher p\rt1c1pat1on rates in adult education than

" »persons with shorter formal educatfon Lo heav11y critized deve]opments that had

been dominant in the past: They argued that adult education in the future would

have cancentrate to a much greater extent on bridging the educational gap between.
the generations. K

1] L]
i In the Government Bills presented after 1968 one finds that adult education is
;)‘ Justified on expressly ideological grounds and that these can be related to the
overridiig educational goals of the community. A clearly formulated allocation -

é, -and equa'ity goal appeared for the first time in connection with adult education \\ %

;: in the 1970:35 Government Bill. The danger emphasised is that the educational gap ‘\-

; may widen further if those who have the poorest education are not given a real v

: chance to use the range of provision. In view of this possibility society's efforts

? in the adult education area must be increased. . 3
‘This 1nvolved a shift of target group The emphas1s now changed from those who - ®

. were educat1ona11y talsuted but had not prev1ous]y had the opportunity of styudy-
ing and those whc needed to improve or augment their educat1ona1 qual f1cattons
.to those whose previdus school1ng had been of the br1efest durat10n This group

f of "under -educated” or "short- term_educated” persons, usually (and st111 for

the %1me being) taken to .comprise peop]e who had receivVed up to eight years'

é_.“ e]ementary schooling, was cons1dered in need of further education. But the

—~uhaﬁge~of targe* group was*unactbmpﬁntéd”by &hy ¢hange in the content or design
‘of teaching.

~
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: The establishment of aunicipal adult education was followed by a heavy expan- .
: sion, During the tirst year of "Komvux" (i.e. municipal adurt sducat%on), about v.

: 11 400 students attended subject coyrses at e]ementary school level, some 26 J00 \
attended upper secondary school courses and another 69 900 or so attended voca- .:
‘r  tional courses. Student figures stagnated after the first few years but a )
‘further increase has occurred since 1975. In the autupn term of 1976, about ot ﬂ
?‘ 43 000 students attended elemertary school courses, about 68 500 attended upper
P "secondary school courses and about 52 400 attended vocational courses. Most -

& Q ¢ students are women, the f1gure for 1976 being 69 per cent. This® predomi«
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nance is partjcularly noticeable in elementary
table shows the previous schooling of students in the spring term of 1979.

Ce

Jable 1.

-4

school courses. The following,

’

AN ~

Newly enrolled Komvux students, week 10, spring tem 1979 by study
routé and previous education. Percentages

>

Comﬁ\\te\prev1ous
education -

Komvux study, route

Upper sec. ed.:
2-yr theoretical lines,
3-yr/4-yr lines or
equivalent and post-sec.
education

‘Upper sec. ed.:
2-yr vocational lines N
and other vocational ed.

Elementary school as per 1962 {9g)

. secondary school or
equivaient

Elementary school (not 9g),
practical junior sec. i
school or equivalent, and .
8-yr elementary school

Elementary schooling: 7 yrs
or less

Foreign ed.

fotal no. students

E]enente
school

or 1969 curriculum, general junior 16

ry Upper sec. school
coyrses

Vocatio-*
. nal
courses * 2-yr lines 3-yr lines courses

2
4
%
i
~%
]
s

'y
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6 13 T o28

© ~—
7 13 8 12

4 -

- 29, 25
8 13 6 13
7 5 - 4 19t
16 5 7 3
100 - 100 100 100

i
N
i
E
’
”
3
)
«

Source: Statistiska meddelanden U 1979:20:

@ . ~

As can be seenAfrom the above table, just over half {55 %) of the newly.enrolled

students at elementary school level have had either less than nine years' pre-

vious schooling or else received a nine-year course of education not correspond-

ing to a cgmp]ete elementary school leaving certificate. The overwhelming majo-
rity of students taking the two and three-year upper secondary courses had re-
ceived.at least nine years' elementary schooling (see also Olofsson's article

in this volure, table 7).
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fhg number of students with eight years' or less prévipus lementary schooling
.-rose.somewhatain the elementary school courses during the early years but has
declined in recent years despite efforts made to recruit students from this

l .

. H
H ¢

“

" .Another devclopment trend in the sev%nt1es was the Fise in the numbers of day
. students. Municipal adult education-was originally intended - mainly for eco-
_ vmomic reasons - as part-time education for leisure hours. More and more day
coursés have been introduced, however, partly because of the rising number of
students whose education is being financed by the Labour Market Administration ;

as a retraining measure (usually on account of their being unemployed of in
danggr of unemployment), and also because an Educational Leave Act was passed
in 19/5 fnllowed in 1976 by a scheme of study assistance for certain adults
whose previous schooling had been of brief duration. As 4 result, more students

-
SE{Ny AT

R R T

are now\;tudy1ng full time or half time than ever before.“
o
Premises of the GRUV project s
- * ’ ' N -
By the end of the sixties the education explosion thai had dominated tte decace, ;

\\\\yhen it hid been important to utilize the educational reserve, had subsidec.
Moreove[, the connection between economic growth and educat1on had beer calied
into quest1on towards the close of this per1od Increas1ng prominence was given
to the aim of ach1ev1ng greater equa11ty, and education was regarded as an im-
portant means to this end \\?' Kogan (1977), who has made an interesting
analysis of the complex and confl1ct1ng fac;ors wh;ch combined to create ) '
educational poiicies in Britain between 1960 and‘19r4)*\_‘ :

¥

Satvay

It was predominantly the influence exerted by the major union organiz;;;sﬁi‘“\ -

(LO and YCO), by the Social Democratic Party and by the Horkers' Educa- S
tional Association {ABF) which led to the redirection of adult education policy - i
as manifested in the Adult Education Bill presented by the Government in 1970.
In that Bill, adult education was ‘described as a means of transforming estab-

LN

lished soc¢iety in favour of greater equa11ty Adult eHucation thus became an .
jnstrument of allocation policy. Dur1ng the 1970s the allocatory approach was k
reinforced at the 'expense of the service approach. %
;
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The concrete measures accompanying this change ¢ of course were principally aimed :
at improving tha recruitment of under-educated persgns, above all through ex- ;3}
periments with outreach activities at workplaCes and in houS1ng areas but ‘ f
also through study subsidies. The measures taken within the school system 1n—

volved giving priority to adm‘*stuns to elementary school courses, while res-
trictions were placed on the expansion of courses at upper secondary level B ¥
School resources for auxiliary instruction and educational' counselling were
augmented somewhat, but no changes were made to the content and uesign of the

o oo

actual courses. ' ¢ i
) ’ - ® s " ! )

S T TR

Expresséﬂ'in the terms employed by Holmes (1956), the change of policy which

now occurred can be viewed as a change in the normat1ve pattern, with the insti-
<tutional pattern remaining pvactxca]]y unaltered. But, as Holmes points out,

new norms rarely, if ever, become effective unless accompanied by 1nst1tut1ona1
1qnovattons. In other words normatrve innovations are only successful when

“

accompanied by effective organization. ° N
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It was against this background that the GRUV project (Elementary School Studies
for Adults) came into being. The purpose of the project was to evaluate the )
benefits of municipal adult education to persons with a short-term rormal edu-
cation, the difficulties encountered by thase .students and the need for changes.
One of the awms of the project was to shad light on the drop-out problem, and
1 propose to look at this problem in the present paper as it came to be- the ,
principal topic of inquiry in the whole project, which in turn was due to the = °
o fact that most of the students included in the study group dropped out sooné//
ar later as the course proceeded.

o e

4

4

ﬁ'\ . o
F1rst of all here is a §r1ef description of the project.

‘,

Strategy and wmplementation -

\ The project was arranged in the form of a follow-up study in which we observed
a number of courses.from Peginning to end, continuously canvassing data from
teachers and students. The study group comprised students taking English,
mathematics and Swedish courses, these being the municipal adult education -t o
(Komvux) courses attract1ng the largest numbers of participants. The 1nvesttga--=-iL
N o tion ‘covered all courses in these sybjects beg1nn1ng during the evenings as

1 *
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" .are the. courses attracting the majority of underjeducated pessons.

v R
“ ~

part of Kemvux in Steckholm (at ten dnfferent adult high schools) for a per1od
of’ two terms. A1l the courses were at elemenfary school level because these
Most of the® .

&

22 courses took three terms to complete. Jhe Figure below 111u rates the process

i of data collection. - P
. . .

Data from and cuncern1ng course participants

- Pl N
©
Course svalurilon
> . , ccnceroing & the un
Previeus « - - sad concornug the

Course evaluation

:\ knaviedge Course svaluation - course as & vhele
L ]
3 - Backgrouni data < (Tersly avards Teraly avards Piral
P N svard
T
'}_ . ! N4 Y N2
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¢ A Term 1 Term 2 . Term J
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Questions concerning
the tern’s work

Questions conceming
the plaaning of ir~
strustica [

Questions concerning
the ters’s vork

Questicos concerning
rnulu, crobless etc,
of the course ac &
wbole "
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Particulars supplied by teachers

.
Continuous recording of drop-oufs.
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Questionnaires and personal 1nterv1ews were ‘the main methods gnployed. The pro-

_Ject tock five years to complete, end1ng in 1978. Findings were continuously
presented in interim repo?ts and a concise report in English (Elementary
School qtudies for Adults, 1979) has also been issued.

-~ - ~
»

Description of the participant group

-

Background data were collected for 1 579 participants, over 70 per cent of whom
yere taking English. Imn1grants compr1sed 21 per cent of the total survey popy-
lation and were mostly taking the Swedish course. Women comprised 73 per cent
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Aand men 27 per cent of the entire mafer1al The median age of the/part1c1pants
wa§ 38, the women as a rule being sl1ght1y older than the m J'and the immigrants ;
< cehs1qerab1y younger than the Swedish part1c1pants. e pé/i1c1pants previous
school19§,)5 Jdllustrated in tabte. Z’ﬁahacn Q;s bé/;‘conf1ned to the Swedish ‘%
part1cipants, owing to,the é}ff1cult.es 1nvolved in class1fy1ng the educational ’
ua11f1cat1ons of the immigrant part1c1pants. ) “
. --«- \ o
\\Teglf\Z. participants, Ry previou§ schooling . -

-

§chooling Percentages {(N=1 255)
L E.ementary school, 6-7 years. 44 ‘
R Elémentary schopl, B years 29 . <
o Folk 4igh school 5 -
I Comprehensive elementary school 9 P
3 Junior secondary school, girls' high 12 T
H school, discontinued studies k
; Continuation c_%e01, gymnasium, 1 -
H discontinued studies - . . < :
¢ Total - . ) ) <100 ) : »

e
@
&

Y . '
\ As can be seen from this table, nearly three-quarters of all the Swedish parti-
I8 »
s » Cipants hadionly received six, seven or eight years' elementary schooling and
’ could therefore be classifigd as under-educqted.

fr FrFate Y P

> Komvux cour;es offer formal qualifications and arefé%ared to the same cur;ichla .
%_. " as youth education, The participants, however, are seldom bent on acquiring )
P formal educatinal qualifications. The majority state at the beginning of the :
o course that they are studying 1n order to improve their general education. Other :
{i ~\\powerful mo ves are those of sat1sfy1ng one's educational interests and meeting i
; R more peopie. The majority have not studied ii adult high school before, though

more {nan half the participants have had experience of courses of other kinds.
More than half the students completing the course believe that the merits thus
acquired will come in Jseful It is possible tha% the participants are led by
P uncertainty regarding their ability to complate the course to state initially
that they. are studying for other reasons than a desire for formal qualifica-
_tions, whereas many of them 1n fact are hop1ng that their studies will prove ‘to

be Qf pract1ca1 importance. -
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‘This:short summary of the distinguishing character1st1cs of the'participant

L

%,; group shows that where these courses are concerned, Komvux appears to have been
i very. successful in recruiting the group which is censidered most in need of 1ts
s 'serV1ces,/name1y the under-educated. -

i?~ The term | “under-eaucated” refers to formal education. The Bills referring to

5 th1s group as ‘the group must in need of further educat1on have not discussed
2, whether persons who are under-educated in the formql sense are also under-educa-
ted,an real terms. Brostrdm and Ekeroth {1977) discuss under-educated persons
Y dn terms of economic, po]1t1cal and cultural resources. It is the persons who

are disadvantaged in these respects, i.e. excluded and inactive persons, who o

should const1tute«tﬁe real target group for adult education measures. The

wr1ters maintain that the under-educated persons recruited for adult education

are not typ1ca] of the group because they tend to a more than average extent to

be already possessed of the qualities or xesources which adult education is
‘destgned to create. The vutreach activities carried out in Sweden have

seldom reached any further than this group, because the genu1ne1y disadvantaged

are so much more d1ff1cult to recruit. This approach has been adopted and {

illustrated by mesas of the followihg diagram in a report publ}shed recently by ﬂ

the Government Committee which is at present engaged in a review of municipal ;

H

adult education. *

-

.At least nine years' basic education .

- " At most eight years' basic education

y S—

Disadvantaged Advantaged . -

(SQU_1979:92) {
Thesparticipant group in tﬁe cauvy projeEt is probably a relatively advantaged ;
group, The members rggard education as a means of satisfying their needs, and i .
they have appiied for the course of their own vol1t1on, usually out of educa- ! )

-
N
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{ t\sna]ﬁinterest Interviews with the participants have shown, however, that be-
T hind the professed motives there are often feelings of inferiorily and inade-
quacy. on-account of not knowing enough English, for example. If participation
in courses can help to enhance.the self-es%eem of these students, their educa-
i *gt on must be sa‘1 to achieved an important subsidiary purpose. Where this group
, is concerned, greater self-confidence and self-esteem must be considerad a

- necessary precondition for the zttainability of several of the aims of adult

. 1
i education. . ‘ . \
n \ Drop-uuts ’ '
3 ~ .
;1_ Most,preV\éus studies ot drop-outs have recorded drop-outs foy one term. Since
?' the groups in the GRUV ‘project have been followed for the duration of the
¥
g;» courses {usually three terms) this has made it possxble for drcp-outs to be
}v recorded on 2 cumulat\ve basis and for. an indication thus to be obta\ned of the
i,
§f total drop- out rate. N
A
i.. . Definition of terms .
. r )
f We employed the rgllowing definition of drop-out students. For the’ purposes of
{ the GRUV project, drop-out students are participants who have started a course
‘ {i.e. attended at least one lesson) but have discontinued the\r studies before
b, the conclusion of the course.
v This aefin{tion do ;¢ not preclude the resumption or continuation of Studies

during a subsequent term. It is also possible for a participant who has dropped
out of an English course, for example, and thus been classified as a drop-out
5 . English student, to complete one or more other courses taken at the <ame time.

~

- —— - —
A

The following tables show tne drop-oui rates of the courses included in this
project. For eack subject, our investigation included 411 evening courses
start\ng in Stockholm during two consecutive terms. The percentages in tabtle 3
are cumulative and are based on the numbers of students joining each course in
: the Jfirst -term. The table does not include students joining the course in the

second or third term. .

5‘E1{
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Table 3. Drog -out frequencies among students taking evening courses in English,

mathematics and Swedish (percentages)
/ ! N -

oo R - . . Droposts (%) ]
SR s S N " _— ‘f;‘ — - Total
5. - 'e LI No. During twzen tveen V'3
P | e ot eous * Virowe|1st (1t ene|208 * J2meaagf3e | Towm sperte
v ’ “ Cl e shamd. | terms {3rd ters | drop~
PR . '/ - :_/' terms | uﬂgrx ) © 1 out iar" |

b.dhhl) beginaners® courss, ™ .
¥ . - (Beasé) | 22 20 19 12 12° 6 ¢ 3
= \ . *
: Contisustion ewrn, 3 werm | . . .
.. (na487) 28 2 K 8 n 9 75" 25
;. )htb‘auue.”, 3 teres .
o (%209) | 27 | 35 17 7 [3 3 ] b
i sedten?, 2 carme [wa220) b 17 b7] 13 .| e 6 » |
¥ 1) These courses -umd 1n the sutuss tare 197) and spring Ters 1974,
2) [ . . . = a‘ LI L] - & 1975,
‘ J) . ] . - - L] » L] 1975 - . - !976 -
) . In all three subjects, roughly two-thirds or more of the students starting the

course failed to complete it. The English courses, especially the three-term

o elementary schuol gourses, had the highest drop-out rates. Like the element ry
. schoo) mathematics and Swadish courses, these courses involve two lessons ekly
: The three-term English beginners’ course has only one lesson per week, But’ éur
i findings do not show that there. are fewer dropyouts from the “slewer® courses.

) In al) céurses, the majority of drop-outs occur during the first tem. More than
* 2 third of the mathematics and Swedish students dropped out during this tem,
\nu at the beginning of the second term only about hcif the original students

: _were still on the course. : . .
:‘;: Apart‘from drop-outs. during the first temm, especially at the beginning of the
1, course, many students also curtail their studies vetween terms. This applies °
5 partlcularly to the f\rst holiday, f.e. between the first and second terms of
 the course. In the case of the courses we investigated, the first holiday came
-. either in the summer or at Christmas. More students dropped out during the

5 sumer holidays than during the Christmas holidays, which is understandable in
4 < view of the leng duration of the former. The results show that a large group of

o

e T-“:"‘:R'AT:,“Z!.{‘Qi o meem oo ~ R

e s e e

4 . %
2 ik el ke

oy and e e e




-

had oo ’ N ' ’ N
TR T 17 .
v . AR ’ : A
: " stidents: faﬂ. for various reasons, to return to ‘their courses after school holi-
days‘Therefore prior to the conmencement of a new temm, there is a need for in-
creased effort to recover previous participants. ) ’

-
e
~
Yo - -
L

; - iumgrants make up a T‘arge contingent of the students taking the courses covered
by-this project: 17 per cent of the English students, 13 per cent’ ‘of the mathe-
. matics students and 48 per cent of the Swedish stude ts. |

-~
o -

" The mmgrants taking English and Swedish were suff1c1ent1y numerous for: certain

;l special studies to be undertaken. Among other things, we 1nVest19ated drop-out

£ » ‘ratés among. impigrant students. .

gf The immiyrant pupils taking the English course have drop-out Vates similar to

:, . those of the Swedish students. *On the other hand there is a clear difference

: ) between the inmgrants and Swedish students-taking Swedish. The inmigrant -stu--

"’\ * dents have the highest drop-out rates in these courses, about four-fifths of

P .-them having curtailed their stud1es as aga1nst rough]y two-. fifths of the Swedish’
f’"; . participants. . . > :
T ¥EERs for Groppm out '
;". S ' ‘
Lo Reloted research ’ . e :
§ y %
? o~ Prekus research into drop outs, undertaken with the aim of jotting causes, I

5o “has often resulted in an enumeration of causes of drop -outs. THese causes have 3
oo + been of two principal .inds::
7

~ .

changes at work, travelling t\mes, family circumstances etc)

2. Factors relating.to the participant himself, e.g. lack of previous kndxJedge,
: insufficient self-confidence. ®

= There has been very little theoretical development in this field. ) \

Boshier (1973) has attempted to construct a theeretical model relating drop-outs 1
to the type of background motive mvolveJ Boshier maintains that|the motives of

’ O .
) 3 . o i
EMC L - e
.



o Al
drop-out students are often rooted in an experience of inﬁdf?izzoncx or a situa-
‘tion of deficiency. Those who cunp]ete thelr studies tend.more often to,have

-embarked cn them becaus they vant to develop their personal1t1es From the very
'outset the feelings of insufficiency entertained by the drop-out students make

them particularly sensitive as regards relations between themselxgs and the
teacher, the other members of the group or the course as such. ! ’

4 . /°. . . ) ®

‘‘One of the weakne$se§ of a number of previous étudies and models is their lack of

e LI

connection with educational reality, i.e. what goes-ontin the teaching situation .
Another weakness of many previous studies is ‘that they suggest that drop outs are
due to individu.l factors, whereas more recent.research indicates that drop- outs
ought instead to be regarded as the result of combinations of factors

s

For example, the ex} xctation.valency theory developed by Rubenson (1976). This

_drop- outs could thus be constructed as follows:

" theory is based prlmarlly on the theories of Lewin and Tolman and puts more

emphasis on SItuatlonal factors. Briefly, this theory assumes thatfgﬁperson s
choice nf acttvities constitutes a product of the value he attaches to the ve-

‘sult of hjs qcttons,and of his expectations of being able to carry out the

action in question. Rubenson and Hoghielm (1978) have applied the expectation
valency theory to drop-outs from adult education. A simplified explanation of

~

N <

o ’ -
v

The extent to which
participation is re-

/

© garded as a fruitful Power |

Y+ means of satisfying (the strength of this : ’ -
A perce1veﬂ needs (valency) power w111 dec1de‘,

7 . whether the person

- ~ -7 concerned fulfils or

c1 -Believes him 21f to have ' curtails his studies) ..

: a chance of completifig” o : -
-———-and‘top\ng with the (Rubenson and ‘Hoghielm, 1978)

'

\
o

educat10n‘(expertat1on)
-~

This model implies that the strength of the participant's power to go on study-

“ing is a function of the product?of valency and expectation, i.e. the value of

participation as a meaﬂs of catering for certain needs and expectations of
succeeding in Studies. .f valency or expectatlon should fall to zero, power to
participate w111 do the same, resulting in a drop-out. * ° !
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A brevibus siudy d;dertaken at the §t;bkholﬁ‘Pedagogical Centre (Bbrgstrﬁm)‘
et al., 1970) concerned drop-outs'from municipal adult high schools in'Stockhglm.
This Study was aimed at plotting the causes of drop-outs Qi;h the aid of tele-
phone intefyiews.‘?he causes which were identified were above all connected with
;, : >~ the fact of the participants stqdying and also being gainfully employed. 0195 a
,;{%%* third ::6392 droprout students stated that they'?ad Teft their courses on
: f lack of time and energy due to their jobs. . .

accoun

.

This finding gave food for thought. The majarity of pargjcipants were gainfully ;
employed. Some of them, indicated that they discontinued their studies because L

of the difficulty of combining these two activities, while others did not. ;
What other contributory factors coulqﬁhave been involved here? How important was i

subjectiJe experience of the actual teaching situation, for example?”To try and
find the answers to these question, we interviewed a number of drop-out students
in the.course of the GRUV p}oject. He felt that, in drder to explore the causes
of d}op-outs as accurately as possible, a relationship of confidence needed to r
. be establisheg between the drop-out student and the person asking the questiog,
«—-- and the interviews were tﬁg?efone conducted persomally, usually in the s;udgqts' ¢
w homes. These interviews were fairly opepended, the aim being for the inter- -
viewees to e.perience £hem moas as rejaxed- conversations thgn jnterrogations.

I ERA 2 0
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RS%  Results of the interview survey S > ¢ .
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In the préceding section we saw that roughly two-thirds of the survey population .
. ; o " s

withdrew before the course was cor.cluded. The reasons for these drop-ots are,

of course, a matter of great interest. The drop-out proplem was raised both in

teacher survkys and in course evaluations. The folloding section is a general’ "
b
. presentation of the results obtained from interviews of participants who have
. I'e

Do pe g o m

~

discontinued their studies.

K total of 115 drop-outs from all three subjects were interviewed. Thg’inter- :
views support the theory that dropping out is ssldom a simple phenomenon

, and should instead be, regarded as the result of several factors combined. A
synthesis of conditions helping to produce arop-outs shows that the dominant
factors are those connected with expérieﬁce of the teaching situaticn. The
following figure represents a brief summary of the information yielued by the

——— T

. Q intgrviews. ‘ .
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udin 1nftisted L. Studfes {nftiated

s .1 4 sudden change Fegative sxperieaces !
| sceurs 1 the of the course accusulate
| pepil’s circum=
'stasces

o —
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In the first instance, a sudden change ocdurs in the pupil 's circumstances - i1l1-
ness or mlgratwn, for example - and may force Jim or her to give up studying.
Students droppmg out .in this way are clearly positive as a rule towards most
things connec ted w,lth the teaching and only leave because of outward impediments.

The other pattern follows a more gradual path whereby, after several negative
experlences of the course, the student leaves. Often, however, this curtailment
occurs in connection with, say, illness, and the latter is given as the.reason

for leaving. If we were to accept the stated r¥ason at its face value in these
Cases, we would obtam a false picture of the causal relationship. It seems more N
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accurate to,say that fhe external cause referred to in cases, of this kind is
the factor trlhermg off a drop-out. But the thhdrawal has probably been
"planned for a longer or shorter period previously or has existed at the back

of the student's mind. ‘\T'he .stude,n‘t obtains an outwardlly acceptable and neutral

’

Thenntervvews revealed cases, for example, where the students expected things
_to improve in the second term, When this proved not to be the case, the student
' left after only a few iessons There are other ‘cases where the first written
teést of &he second te was the triggering factor.

Ve
v
v

. . Most of the interviews proved to be consistent with the second of our drop-out
patterns. Some of the negative experier;ces include the following.
P ) :
; | ~
A very large proportion bf the interviewees, particularly those who had been
taking English and math atics, had difficulty in keeping up. This is revealed
o in various ways by the ifterviews. Many of them felt that the rate of progress

reason for leaving, although the true causes have in fact materializ~d earlier. $
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mas too raSt‘ror tnem to be able to learn anything. Some of them had aifficﬂity
in~asserting themse]ves in relation to the other members of the group, whom
they regarded as much cleverei than themse]ves Others had a feeling that the

teacher never asked them any questions because they were less clever than the
q4% 1 .
. .

others. ) . A

-

The -interviews show that the teacher is an important factor determining the
. satisfaction of 1nd1v1dua1 members of the group. Some pupils had a definitely
negat1ve 1mpress1on of the teacher and left the conrse for this reason. Some-
times the teacher was viewed in this negative 11ght because he treated the’
students ‘1ike children or only put questions to the cleverest ones. There are
_ many cases where changes of teacher had such a negative\imnact that students

&

~

left for this reason. )

The interviews also show that students who are a little older than the rest of
the group and Who are unaccustomed to studying are particularly sensitive to a

. number of factors. They fe1t uneasy and nervous when lessons approached, espe-
cially if they had not had time to do their homework properly. Many of them were
,also afraid of having to speak in front of the rest of the group.

L. -

I1iness is a common cause of drop-outs. Although this is sometimes just an
exCusé for leaving, it is clear that a student who has missed only a couple of
lessons can often have great d1ff1cu1ty in continuing, because the working pace
seems so fast as to make it impossible to catch up. A strikingly Sma11 number of°
the persons interviewed had been offered or “had even known about the chance of |
supplementary instruction]) after a period of absence. It also seems to be un-
usual fonr absent students to be contacted by _somebody from’ the1r school.

-

- ta;k of contact within the, group has been a problem to many students. This
applies particularly to lmmlgrant students, who had hoped to get to know people
via the course. Cne student left mainly because of his f1nanc§a1 worries. He
thought that he might have been able to continue if he had somebody in the group

- to-talk to about these matters.

3 \
l)Ever_y school receives financ1a1 aid to arrange supplementary instruction for
~—-\—4—-students .who.-need.it,.e.g. students~who have been absent from courses

~
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any: 6? the interviewees suggesfed using group work as a means of getting to
Know ¢ “h. other. In other cases,. group work had been pract1sed and had’ made a
poS1t1ve 1mpre551on "In one case, however, it was a contributory cause of a
drop ~out, becau¥e the student in question (an 1mm1grant woman). found Jt diffi-

»

“cult to ‘talk in the group. < ' “

The group taking Swedish comprised roughly equal numbers of immigrénts and
Swedes, but the immigrant students had a verv high drop-out rate. Most of the
.teaching groups included both Swedes and immgrants ‘to begin with. The immi-
grants varied a great deal- in their initial command of Swed1sh About ha]f of
them had previousl atte1ded a Swedish landuage course. - . ‘A

°

\ . -
The teacher interviews showed that several groups had experienced great diffi-
culties due to the presence of immigrants. Often this was due to the immigrants’
inadequate knowledge of the Swedish language, but arother reason was that the
needs and expectations of the immigrants concerning the course differed from e
those ¢f the Swedish participa;ts. These difficulties weré also reflected in the
interviews of immigrant drop-out students.
Most‘of the immigrants started the course in order to praétdse their‘Swedish -
they wanted to be able to read and write Swedishkbetter. Often their expectat1ons
were disappointed because relatively little time during lessons was devoted to
written exercises and they did not get thé chance of talking as much as‘they
would have liked either. Instead, lessons were devoted to grammar, which was the
pain thing that the Swedes wanted to learn.

&

¥
*

«

The intérviews point to two principal causes of drop-outs among immigrant stu-
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dents in cases where they have not been forced to give up a course because of

problems connected with their finances, their jobs.or their families.

- <

1 .
1. They Jeft in disappointiment at not having the opportu nty of learning what
they wanted to Jearn.
k3
2. They left because the course was excessively difficult in relation to their
. previous knowledge of the Swedish language,

-
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~In ‘both-cases they derived very littlz benefit from the course. Some of ;hs

- . Swedish students iﬁ}erviewed had a negative impression of the immigrants in the
grouﬁlpecause'they were hard to understand or becausé the tepcher had to‘spend
too much time explaining things to them which were self-evident to the ?wedes.

.o

°

PN For the-purposes of this project we have defined drop-out students as students
curtailing their studies during the course. Students merely changing groups in
order to attend lessons at different times or at a different 1€vel in Stotkholm

¢ Municjpal adult high schools have not begen classified as drop-out ‘students.

.

a

- . The drop-out figures presented in this proiect have been criticized,.partly on
* the grounds that maﬁx drop-outs are not really drop-outs at all, since the T
students merely suspend their studies in a subject for a time, resuminé them
one or two terms later. In order to inmvestigate this poiht further, .we followed
up tne students discontinuing their mathematics studies between the autumn term
1974 and the autumn term 1975, together with Swedish students who dropped out
L. between the autumn term 1975 and.the spring term 1976. This fallow-up was per-
?*4 + formed with the aid of the data register kept of students attending adult high
v ; -mdwﬂmrﬂmm4mnmm&ﬁu;nmmm$cmmmCMQsmdwsuMm-me
aegis of '‘Municipal aduTt education. §
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Altogether the follow-up covered the 138 students who left the mathematics
course and the 101 students who left the Swedish course in the first round of
the study. We followed these student< for four terms after they dropped out.
The results are presented in the following tables, which only show whether the
students returned to a mathematics or Swedish course, as the case may be. (That  :
is, some may have enrolled in other types of courses.) Some of them returned ’
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only to drop-out again. . T
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12 . L resused -
5. stedies
1 ters j2°terme| 3 hru 4 terms after 4 .
terse o -
JeFiEg 1y tirs, et G395 (e38) | 3 | - 1 1 3
fnﬁhn‘ht and.2ad tarse (l-'zu) 4 os 3~ -] - 1n N
1 3 2, 2 22 '
1 1 1 H ¥ ‘
- - 20
71 2 0 )
18 . ? 6 .S 102

-

\ ‘. Resused studies after Rad not
. resuned
Dropouts 1 tera |2 terss| 3 tarns| 4 terss studies ‘
Lo N . after 4
. V! terss o
i During 2ot ters;RTE€TYIS RG] 6 b) T ) a3 -
:]' Besveon 1ot and 2nd terss (Me29) 5 2 1 - 20
|Durtng 2t tarw, apr. b, 1376 (%el9) 2 - 1 - 16
2. " Total (Ka101) 1 5 | 3 1 .
1 : |

7 ’
Taible 5 shows that roughly a'quarter of the students who dropped out of tue
mathematn:s course returned to a new mathematics course within four term$ arter-
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-wards. The correspondmg figure for Swedish is one-fifth.

1

The immigrant students tended to resume their Swedish stud1es to a greater
- extﬂnt than the Swedish stud®nts. °

In brief. most of the drop-out students followed up did not resume the}r stud1es
"~ -Within two years after leaving their courses. These findings Tend little support
claim that drop-outs from munic1pal adult education are often temporary
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) ‘inténmissions.’fhis might possibly be true of students dropping out of daytime
. courses, but it does nct hold good for the student categories investigated in

R -the GRUV- project.. ]

g
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“Summary .of results . . ' . RS

. 3

'

The resu]ts of the drop-out stud1es made in the Tourse of the GRUV project can
, be br1ef1y summar1zed as follows. | .

. = Roughly two-thirds or more of the students in the courses éovered by the -
GRJV project dropped out.

- ~
N

- Most drop-outs came during the first term of the course, expecially
during the first few weeks. A large number of students also dropped out
between the first and second terms of the course. Drop-outs were equally
frequent among newcomers Joining the course 4in the second term as among <
students joining in the first term. .

- Withdrawal was often due to a combination of factors. External circum-
stances such as illness .were often stated as.the causes of drop-outs, but
in many cases one finds that they merely served to trigyer off a drop-out
which had been contemplated previously:

~ Dropping out was often associated with dissatisfacticn or difficulties
regarding the teaching situation. A very, large proportion of the drop-out
students had had difficulty in fo]low1ng the instruction.

- The teacher was 2 very important factor determining the parti/npant's
adJustment to the reach*ng situation. //

s

- cack of canrun1ty between those who dropped out and the other members of
the group seems to have been a frequent prob]ep

a~ .

Tn;nslating these findings into the terms used by Rubenson and Hoghielm (see the
model on page 101), we might say that the strength of the power t> take part in
the course had declined to zero in the case of a majority of the origina]iparti-
cipants. This power is a function of valency (i.e. the xtent to wnich partici-
pation is seen as a means cf satisfying experienced needc) and expectation (be-
lief in one's chances of copirg with the cuurse). ,

Thus withdrawal may result from & person no longer viewing the course as a means
of reaching a desired objective ar from a person no longer believing in his
abi]it} to complete the course, or again it may result from a weakening of both
‘these components. ’
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"Valency may well -have dec];ned during the course where many students are con-
: =;cerned‘ :LacK.of contact -between the students in many groups’ has he1ped to no-
«duce a-large. number of drop-elts asowell as the students' fee11ng of not having
learned anything. Th1s type of experience is bound to lead to a steep dec11re
'of valency Ja the case of a student who has startéd a cotrse {7 order to’

. meet new: frignds or improve his genera] educatxon by 1earn1ng Eng11sh for

Sy A
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The other component determining the.power to participate is the stuﬁent's op*nion
Eon .of his chances of, Successfu11y completing the course. C]ear]y the participants’

Xat
F '

- hopes on th1s score were dashed.  ° ) .

One of the consistent features.emerging from thie interviews is the difficulty ) :
jnvolved in keeping up with the instruction and feeling that one, is learning :
_something. This is ma...fested by the drop-out students' complaints about such
\ things as the rap1d rate of progress, the large volume of homework, lack of
revision or the teacher only putting questions to che cleverest students.

.
n .

In many cades, particularly where Eng]ish'an& mathematic¢s are concerned, diffi- oy
= culty in-keeping up-can be_attributed. to the isadequacy of the students' prev1ous -
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% know]edge of the subject. This can be illustrated by means of the fo]]ow1ng

& f1gure. K

¢ ' : : ‘

7t Poor previous ; )lStress ‘ \egative view\

i« v {knowledgs \ 7 of the teacher/

-~ ——

i = I teaching R

K . 4] u

" Fast rate o

: : of progress : ‘ :

(. . : 5

L, @ ) )

~ . .

8] Good previdus ’ Positive.view of ‘|

tag C - N - &

%‘ . knowledge )| No stress|— the teacher/ :

{ ; teaching :
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el i'n the aboVe ftgure, good previous know’ledge leads to a positive view of the
.teachitfb rer.ewed, whie d1ff1cu1t1es in keepmg up make the student critical of
,*the.teacher and the’ teaching. o s

1

~

'6gr findings ‘also show that the students very'often focus criticism on them-:\ i
‘sel'ves;, and that they feel that _they are too old"to learn, that they were un- . - :
suitable for the coprse Jn question or that they did not put the necessary _‘ ~
amount-of time and effort intc their.studies. There is a seridus risk of the: net B
result of the course where these students are concerngd being that they have

Jearnea that they are not capable of participating in municipal adult educatjon.

The four-tem follow-up of drop-out students, summarized above, showed similarly 7 ‘

. that only a small proportion of the drop-out students@ resumed their studies .

- Within the period concerned. , A !
o Discussign ) . o

The municipal adylt education (Komvux) cources incluvea in the praje¢t have . \w -

recruited a large proportion c¢f under-educated persons, a category which must
be regarded as oné of the most important target groups for adult education. )

It is clear that many under-educated persons regard participation in municipal
~aduTt education as a means of satisfying self-perceived meeds. As the course has

progressed, a large number of them have been forced to reconsider this view,

often as,a result of fmding that their expectations of successfully completing

the course were misgulded The results suggest that this pattern is especially ‘

conspicuous in the case of students with inaden _te previous knowledge at the

beginning of the course - a group which is probably more akin to the most mpor- )

tant targe/(group than are the students who completed the courses.

*

.

Munic:ipal adult education does not enta.l any formal entrance requirenqents, apart .

from a minimun age and the stipulation that the student must be judged capabie of ’

following the instruction. Most adult high schools have ¢ertain resources avail-
able for infomation, educational counselling and student welfare. These re-

sources are at the diposal of students who are interested enough to requ'est them,

but they are not an mtegral part of the,actual teaching process. The special . 5

7 auxiliary measures available to studen havmg difficulty in coping with in- 3

\) truction are few in number (auxiliary iastruction) and the students interviewed

N i’ »":“ T e o }ﬂ"" - ::g“a:c"’ - T - "<““ - .": ’
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have made very little. use of tb/m, usually because they dld not &now that the
// provision existed. This system has resulted in responsibi?ity for successfu?
studies being completely thrust on the individual student and in a discontinua-
-gipn of studies often be1ng viewed 2 a personal fallure -

In komvux, there is 1ittle overt selection at entry through the admission system,
Instead this function is performed by what Clark (1968) terms "cooling-out®,
i.e. students are not rejected in open competition th other students but in-
stead meet hidden and informal forces. There 1s an lnterchange system where the
recrultment process act with the internal educational process. Municipal aduylt
educat:on ¢an be seen to operate 1n the same way .as compulsory schooling &s far
as the -sorting os students in concerned. Komvux drop-outs certainly appear to be
» the counterpart of disciplinary problems and poor marks ir compulsory schooling.

- -

Despite the change of policy, the allocatory effects so far have been small.

Brostrém and Ekeroth (1977) have ciucidated these effects by studying the repre-

sentation of disadvantaged groups in adult education in 1968 and 1974, The change

occurring bétween these two years was negligible. This is corroborated by the

findings, obtained in the GRUV project, tfat under-educated persons recruited

: for eveming Komvux courses run into great difficulties - difficulties which have
. prevented a very large.proportion of them from completing tfieir studies. These

findings have to be interpreted in relation to the structure of the education

. .

’ systenm.

Municipal adult educdtion is_part and parcel of the regular school system.
H39h1e1m s accompanying article deals with conditions governing and
restrlctIng school activities. Apart from curricula and ‘the aims defined for
schools {a context in which the allocation aspects are less pronounced),
teaching is also ¢ subject to social norms and values of the kind summarized in

- the diagram on page 118 by the terms frame system and formal rule system. These

frames do a great deal to restrict the scope for’ change in teaching. ..

- -

At the same time Komvux is a part of the adult edycation sector, 2 sector in
which the allocatory objective has been amphatically stated. Mun1c1pa1 adult
education has become a form of schooling with roots, in two distinct educatforal
traditions. It is.supposed to have 2 compensatory effect and fo reduce the edu-
O onal.gaps resulting from a school system “which - so Jfar, at least - has not

[:IQ\V(: reded in e]iminat1ng class differences in sociéty, The dilemma of municipal
Lasa }-
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“adult education is.to succeed in doing this with the aid of the same instruments
--and‘organization as the compulsory school system.

.
v

This has led to what Holmes (1965) refers to as a nonnative 1nconsisten&y The-
nonnative pattern has chinged. Institutiopal changes have focussed on the re-
cruitment of the target group, but the rest of the system (the actual teaching
process) has continued to operate in the same way as when the target group

As a result, Kolyvux remains a form of educa-
tion for the advantaged This means, that instead of reducing the gap betw2en

the powerful“ and the "powerless® the gap is in fact 1ncreasing What we have
either through changing the selection

compr1sed the reserve of talent.

to do is to pursue a normative consist:
system. or adjusting external arld internal conditions to make it possible for
disadvantaged groups to take part in adult education.

Paulston (1977) discusses theoretical perspectives underlying social and educa-
tional change. The theoretical and ideological orientations are often unspec1fied
, and little acknowledged. Paulston s approach can be applied to Swedish adult
' education policy. The normafive change which has. taken place can be described
as a result of a diagnosis in-tetms of conflict theory. The needs of underprivi-
leged groups are *~ought into focus jn order to bring about a more equal distri-
bution of the wea,.. of the community. Views concerning the weans whereby this
end is to be achieved however tend more to pe based on an equilibrium world
view where all but "adaptive" changes are undesirable. A systesn imbalance
should require no more than small 1ncrenenta1 aOJastments From a theoretical
viewpoint, this too is an 1nconsistency
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THE MUNICIPAL ADULT EDUCATION
TEACHING PROCESS IN THE .CON-

TEXT OF ALLOCATION POLICY

Robert Hgghielm

B |

Overview ' . w

-

d L]
The following paper is organized into five main sections:

(i) a general background discussion of the relationship between adult educa-
tion and its surrounding social structures, '

(i1) a model show..., how society's nomms ‘and values are manifested through a
frame system and within which a1l education operates, °

] ' .
{(iii) a short review of previous classroom observation research,

{w) a brief description of Swedish municipal ‘adult educativn and the research

(v) i’mam ﬁndmgs of the study ipcluding a) objectives, b) the use of
different teaching strategies, c) "pﬂo;mg“, d) classroom 1nt/eractlon'
analyses (general activities, the "pace" group, comparisons with youth
education). <
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3 INTRODUCTION

_In many éoun;riés adult education has been given the role of reducing educa-

. tional discrepancies in society - something which to a certain extent, in some

cases, th taken.place. See e.g. Halsey's Origins and Destinations pp. 219 (Halsey,
et.al., 1980). Adult education will have to be allotted additional resources if
it is really to become the tool by which an educational equalizdtion in sogiety

is to be accomplished.

When we discuss(educational resources, we‘are in fact considering the process of
the_management, distribution and evaluation of knowledge. A central problem in
this area is to-get-an- idea-of what variables are prominent and how these are
handled in a complex society. Every educati%nal system can be regarded as a
central instrument "of social control which operates through the social system,
making available or restricting the understandings, identities and opportunities,
which, in turn, influence the distribution of power in a modern society. Eggleston
(1977 a, p. 57), adopting an ecological approach, makes an important distinction
petween the ecology of educational sysiems or institutuions and the educational
ecology of the individuals. The latter cannot be excluded - something that is
ignored in the work of some French sociologists, (e.g. Claude Grignon). These
writers often work from a conflict perspective in";heir analyses and in doing so,

- they-are-successful in pointing out “deficiency” groups in society. This some-

times create a dilemma especially if, as Pauls?on (1977, p 375) points out, you

work with the equ1115r1um" paradigm, i.e. encompass1ng a number of different

theories, or causal models that focus on part1cu1ar questdions, methods, and

phenomena while sharing certain core assumptions about social (ea11ty. values and

research methods. Some prefer to refer to the situation as a normative inconsis-

tency, e.e. a discrepancy between the official curriculum and the real conditions
in society..This viewpoint is consistent with Eggelston (1977 b, p\23). who

« stresses thé importance of the selection process of curricula content. This

process can be regarded as an expression of society's power mechanism. What
complicates the analyses is thit *he intention of -the official curriculum can
differ depending on who makes the interpretation.

Eégelston surmarizes these processes. In any society it is probabie to find five
key factors: ) . ’
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. 1. the definition of what shall be regarded as knowledge, understanding,

st values and skills; "

2. the evaluatioh of this knowledge - 1nto areas of greater or lesser
1mportance and status; ! *

3. the pr1nc1p]es on which such knowledge shall be distributed; to whom and

at what t1me various kinds of knowledge shall be made available and from

N4 E e

whom they are withheld;
the identity of the groups whose definitions prevail in these matters, o
5. the legitimacy of these groups to act in these ways. é H

E-S
.

. ! .
It 1s necessary, to consider how all educational systems operate on both a macro :
i

__level and on a micro level and yet these levels are very often mixed in a way —
that makes it difficult to sort them out in a meaningful way. Consequent\ , it is ‘
very difficult to avoid the conclusion that adult educatioﬁ operates in a society
with a number of d1ffering objectives and that official obfectives are not always
translated into real;ty with in the educational situation. In othe} words, there
are uiten clear differences between the manifest function of adult eduation (as
expressed in official govermment and institutional policies) and the latent

function (as shown in the operations of the systems at the micro ‘level). .

A

F R

This point can be 11lustrated in reference to Eourdieu's and Passeron's (1977)
theory of cultural violence, influenced by Basil Bernstein's work (see for
instance Bernstein, 1971), which defines the imposition of an arbitrary cultural
system by an arbitrary power.&Xf Bourdieu's ideas are applied to adult education,
1t shows that the more successfully we proclaim the neutrality of cultural trans-
mission or reaffirmation 1n adult gducat1on, the more entrenched is the mis-
recognition of the soc1ety s power, relat1ons and social interests and the mdre
effective 15 the process of ]eg1t1mataon of the cultural system which happen§ to
be 1n power. Bourdieu and Passeron have been criticized by Bisseret (1979) for

e
L
¥

i X - . -
s only seeing symbolic violence in the selection mechanism of the society and

& __agnoring the fact that relations of economic donvnance also tun@amentally deter-

2 mine scholastic-options-and-success. - - ‘ - L
WP Regardless of the validity of this criticism it can be assumed that, in the same

way as the formal compulsory school refiects the surrounding society, adult
education operates in a similar way. One way of illustrating such a claim is to p
focus on the teaching process and try to draw a "map" of what is happening at :

:_[MC | o a 7
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this }evel, and more especially, the ways in which values and statements from

" the society emerge in the process of teaching adults.

.

So ome theoreticans, often referred to as the”new educational socio]égists (see
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Karabel & Ha]sey (1977)), clawm that one of the most important tasks of the \‘%
school system 1s to help reproduce the surrounding social order. They also assume
that the agents or ;he students are essentially passive in such a process. In
view of these assertions, it can be of interest to try to get an idea of‘how
part:cipants in adult education 'act’' in the teach1ng situation and consider
the extent to which any empirical findings support these types of statements.
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FRAAING SYSTEM OF ADULT EDUCATION

To what extent are the society's norms and values reflected in the educational
process? As a guide to this discussion the following diagram is given showing

a classification system which is a version of a system suggested by Lundgren

{1977).

\
1

\
\

\

A

Goal

E.G:

O Dbiagram 1.
ERIC

P A i Tox: Provided by ERIC

t

Programme

'system

Syllabus,
textbooks, .
- teaching
materials

Administrative appa-
ratus .

Adnﬁnistrative
system

Constitutional,
organizational,
physical

Constraining

/7 N\
/ \

/ \
CONPENT, STRUSIURE

/ \
,’ FUNCTICN \
\

of the
educational
situation

Regulating

Socié?} (norms, values manifested through political decisions) operates
through mainly three systems of frames viq

Judicial
apparatus

Formal rule
system

.

Teacher employment,
tutoring weekly,
obligation to give
marks
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As ¢binted out earlier,,the complexity of society's educational system, means
. that this f19ure must only be used as a guide to understanding under what N

cond1 ions the "actors® in the process of instruction operata. In us1ng tnis
f1gure the limitations of such an approach must be stressed, in that it refers

: _only briefly to theor1es of learning as a starting point for looking at ’é
fnstruction, as the context factors here called Frame factors can also not be .';
neglected. These factors embrace for eﬁgmple the subject matter expre;sed in ' \2
the syllabus, curriculum, textbooks and the grouping of participants. In the Qi
figure these elements are refe;red to as organizational factors, The formal :

rule system must al- be considered. 0rganizatjon§1 changes in program p]annjng
cannct be made arbitrarily, because there 15, for instance, a reality expressed
in how many hours weekly the tutors work and spec1a1 conditions bound to the v
instructor's conute‘vns of employment. These three systems govern, constrain |,
and regulate what happens 1n the educational situation of the classroom. They
limit the content of the educational situation, ;tructure it and also settle its
fucntion. Sometimes there might appear to be cqpsiderah]e freedom to act 1n the
teaching pocess, but 1f consideration is,given to the fact the situation must Lo
always be adapted to certain environmental circumstances expressed throught the
above-meptioned frame factors, then it:becomes clear that the possibilities of
real change in#the learning conditions are very limited. A teacner can always try
fq make alterations 1n cooperation with the participants, but if these are too -

TR

RN

d1vergent the “system" has a good chance of ultimately 'winning'. In the study
S which is presented later in this paper; this same figure has been used as a

starting point for the research plann1ng. )
A \

e

T

In discuseing fheaparticu]ar characteristics ef adult eéucation, there 15
frequent refereace to the special classrocm condit ons or the educational
situation. In this reference mention can be made of the debate of andragogy vs.
pedagogy in Adult Education during fall.1979. The uniqueness of teaeh1;g adults
is, for instance, supposedly related to the great(er) pessib1]1ties for the *
participagts to influence the planning and the use of the participants' experi-
ences. This is the same type of argument that the politicians in the Nordic
countries use in justifying the spending of more money on expanding adult ;
educat1on activities. Effect1ve adult education is expected to improve the
partic1pants' ability to exercise their democratic rights - as expressed for
example in a greater capacity to take responsibility for their own actions and
‘ “(3 & greater part in democratic’ decision processes. If the educational level

;: [:[2\[(:; under-educated adults is genera]ly increased then it is, in turn,
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assumed that there is a corresponding decrease in the probability of having

a society with inequality and misuse of political power. It is not\sufficient
to use conventional statistical data to materialize this argument, but rather,
it is necessary to describe what happens inside “the system" - elq. drop-outs,
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educational strategies, textbookss curriculum. .

It would- therefore appear necessary .o use both quantitative and qualitative
data when trying to mike an evaluation of the system inadult education, of
which the teach1ng process is an important element. Research in this area

cannot conf1ne 1tself to traditional m1cro-stud1es of the psychology of

learning or to short-term studies of classroom behaviour, be it classroom -
interaction or evaluation studies of nstructional programmes. If“the'ﬂ1ff“ren€a
teaching styles etc. are to be assessed then there?1sﬁno point in try1ng to

use different test” progranmes because fhese'only reflect minor differences.
Instead, it is better .to postpone th1s type of research activity in favour
“of making a survexﬁef‘fﬁqateach1ng process itself. The latter type of research
approaqg can, of course, also be combined with an analy51s of results in terms
of E@Et scores. The broader approach, which includes the process conditions,

may 'be called functional analysis in contrast to the criterion - related

Fesult analysis.
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If these statements are considered in-relation to the diagram presented, some

short comings can be noted. One obvious problem is that the diagram seems to
neglect psychological aspects. Of course these aspects must be included and

Vet e e

this can be done as follows: 0 :
= —
\ SOCIETY ) g A -
FUNCTION OF A.E. IN SOCIETY ) Yo ' -
{which varies according to the type . .
concerned e.g. municipal A.E.)
(N
—] ] EDUCATIONAL SIEReNT
T \L MECHANESMS -
. PSYCHOLOGICAL FACTORS N ' ;
- 1 . .

°
S e
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In,d1agram 1 bnly the upper part of the figure was_covered But, of the bottom

Az

.ghc‘teach1ng process:

It is also problfmatic to describe how the linking mechanisms work, partly

because these mechan1sms sometimes _concern factors whlch are difficult to

) _c]ass1fy The best solut1on thegpfo ) §§gms Xo bef%o have a pragmatic approach
. and reger tne4p5y9h0493;651;ﬁ%9t Wirdctly as poss1ble to the actors

' theﬁ@elveé‘%n héﬁcﬁhcatxonal sitvation.
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.part (psycholog1ca1 factors) must also be considered in research work concerning
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OBSERVATION SYSTEM IN CLASSROOM OBSERVATION

For a long time educational researchers have taken a great interest in ‘trying
tr describe the character1st1cs of a.good teacher or educator. Much research

In one of the earliest reported studies by Kratz (1896) students described what

example made 1t possible tobwork on the vast amounts of material collected.

Since that t1me, many different observation systems have been developed -

1970). An mportant point to note, hawever, is that all of these systems must
be regarded simply as observation tools with different capacities and with

: which a situation which necessitates classroom observations can be confronted.
: Most of the syStems are tied to the sociometric tradition in classroom M
?;- research which has focused in part on the relations between £.g. students

background, social class and partly of the social network between different
students. ' ’
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work has been done in th1s field, for instance with the purpose of showing wh1ch
personality traits or wh1ch type of instruction should be used to ensure success.

§‘ characteristics they believed distinguished between the best and the worst

%i' teacher respectively. Subsequent research methods were all very subjective. In
;: ’ the beginning of the 1930's, there was a trend stressing the importance-of using
ft‘ objective instrument. This trend prevailea for a long time in research studies
%3 . of this genre. .
éﬁ__.‘_~_-0ur1ng~theth1ntJes,_attemptsmwere.made to apply the same type of observat1on
%; ' techpiques which had become well known in child development research and which
E:;‘} had produced good results within that field. Experiences from these classroom
i observat1ons carried out during the 1930's were not very er. ag1ng Problems
f, in handling the problems of reliability and validity were reported. The only
;{ result of efforts to increase reliability and validity was that the observers
%3 only had trivial matters to report. Problems of this type were reported, among
§;~ others, by Jers11d (1939). This type of research was not used on a broader

é scale until the beg1nn1ng of the 1950's, when.access to better technology. for
r

most of them are reported in Simon & Boyér's “Mirrors of Behavior" {1967, o
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. Jhe present study dz2als w1th municipal adult, educat1on (Kcmvux), an area funded
. ’ jo1ntly by the Swedish Government and the local community. (See Borgstrom in
- .5- “this voTume.}. Participation is voluntary and one _of its main purpdses i to
o offer.formal education to adults rangin, from pr1mary school level through to
o ﬁpgr secondary school. The primary school part includes a section corresponding

ABE in U.S. Most participants fall within the 30-40 years age range. The ° f
. objectyves of mun1c1pal adult education (as of.all adult education in Sweden) ;
§
‘can be sunnmr1sed in thé following points. %% } &
: Swedlsh adult - educat1on anMs to: - ‘é
- decrease educational discrepancies in society and act for increased :
equality and social justice. ' ’ “ o
- 3 c Y
i ;‘ - increase people's critical understanding of, and active participation in
$ee cultural, social and political life, i

-

3 : z - effe.tiveiy contribute to the Jevelopment and prog. ess of the Swed®sh
S economy, . i -

S e aew -
1 - S

i

; - s meet the Zvpressed need- of adults for increased educational oppogtunities.

‘ : s ' A;::
[ Municipal adult education 1s aimec primarily ot recruiting adults with low ?
i levels of primary education and adults with differen: .ypes of handicaps ;

Data needed for the study

PO

'Cond1t1ons for cons1derat1on

'Earl1er stud1e' and experiences from woré1ng life undoubted]y influe ce the :
partic1pants behav1our in the learning situation - for examp]e p ws1ral study :
-conditions and 1ts general ‘modus operandi’. “Other aspects to be considered are
Cfn participants’ previous qualifications as well as the 1nsFruclor s former
l(:tjggges of different types of education. .
s n B t - )
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: Co Study needs are- often regarded as an, express10n of uncovered motlves. Depend1ng
on what kinds.of motives, the same process of instruction can be experienced in-
very different ways. The degree of convergence between content and the strategy:
of 1nstruct1on and study motives must lnfluencg the part1c1pants behav10ur.

It is also necessary to differentiate between psychological factors and social .
factors. The former can be conSIdered synonymous with the individual participant
or instructor, while the latter are expressed in.the dlfferent frames.

.

In the present study, in view of these considerations, the followlng examples
of factors can be given of what have been mapped? .

-psychological factors:
_participants’ own perception of their behaviour in the process of instruction
and how tnev can be related to the participants themselves, their educational

- +

ambitions and objectives, . . .

general social factors: .
local school sdmimistrationtand working conditions, individuals® environmnt

g. participants' social cultural, political and economical resources,

insthuction situation: .
dlffe? t types of worklﬁg conditions, planning of lessons, the study pace,
degree o{\lndxvnduallzatlon different key groups, network of communication
and the cJ\pate of the class, participants’ study intensity and stucy results.

curriculum: \\
urrierel
expressed and ln&erpreted in textbooks, contents of instructidn and choice of

N
working-rules. : .

With tms approach, however. it is ditficult to cover the issue of how much e@ch
variable contributes to an overall explanation of what happens. In this study it
was considered to be lmportant to combine an 1ntens1ve study at the micro level,
with an extensive one at £he macro level, to gain an overview of which patterns
and structures are valid. Through an intensive study of the teaching process
used n these circumstances, ix was hoped to have started a process of exploring
‘the syntax or instruction in adh{s Zducation. ‘. . .
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>'Me£ﬁodsjfor data:col]ection . “ . -

o~ ~

. \‘
vTo cover someof the factors a]ready mentioned earlier, it is necessary ‘to
Loperate an. several levels. Some of the. prob]ems can be illustrated through the
-extensive study which dealt with more genera]xquestloq__ such as the obJeFtwves
.of agult.education and the provision and content of local training programs for
‘-‘ihstructors. In these areas, questionnaites and interviews were used for data
~collect1on. In the intensive study data_were collected on, three levels: class-
room observat1cns, tape- recorded lessons, and questionnaires and 1nterv1ews
- with both tutors and part1c1pants,

3 . . L ¥

No specific cbservatiop method was chosen because most of the techniques men-

of the study. Spec1a1 interest was made in identifying who was speak1ng and
the order i which the classroom actors were speaking. Therefore, a simple
observation_system 1nf1uenced by Flanders work (see e.g. Flanders, 1970) was
_constructed. - v

AN tape-reccrded lessons were transcribed and analysed-using Bellack's system
- (1967). ANl vocal interaction was divided into themes according to a modified
version of Smith's & Meux's system (1962) - this system has also been used by
" e.g. Lundgren {1972) and Gustafsson (1977). B '
. " . -
,» The intenstve study covered 18 lasses in muricipa® .dult education, 9 classes
in the nnther tongue (Swedish), 9 classes in mathematics. From September 1977
to May 1978 approximately 240 lessons were observed and approximately 30 further
lessons were tape-recorded. The questiomnaires and interviews were completed
during autumn 1978. The extensive study was carried oyt during spring 1978.

o

f e e

tioned in Simon's and Boyer's survey were deficient in some way for the purposes,

1
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Objectives reflected in thy general planning of the teaching process

$
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O aim of the-study wWas to gain an impression of how teachers perceive the .,
obJect1ves of adult educatior HMost of the answers given Ey thé respondents
were clearly influenced by the debate in newspapers and radio and TV in.the
begznn1ng of 1970. This debate resulted from several state reports showing
that many adults_ had only a short basic educat1on from compulsory school

Prior to this in Sweden, there were a number of special p1eces of adult educa-
tion legislation {in 1967 and 1970) which allocated a cons1derab1e amount of

economic resources to municipal ddult education. .
N g g
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Many teachers appear to regard municipal adult education primarily as an
fnstrument to improve the participants' formal equcation. Of course, they were

also aware that adult education is supposed to increase the participants'

social resources - i. .e. increase their ability to formulate their own wishes -
and express them through more direct actions, such as cultural an political
activities. The question, however, .s whether this opinion is superficial (i.e.
11p service to an ideal) or whether it is an opinion that 1sf3n fact man1fested'
‘1n tﬂc teacher's actions - that is, the teaching situation.

%

kY

Working on the assumption that one of the main tasks of adult education in
society 1s to ancrease the social potential of under-educated persons, then it
should, in tLrnn be reflected in the p}pcess of instruction, for instance fo
st;engthen the participants’ responsibility, their self-confidence and their
ability to relate their own experiences in the learning situation.

In the extensive study (findished in May 1978) approx. 70 ¥ of the teachers

(N = 544) who had new adult basic education classes in autumn 1977 said that
they never had tried to make arrangements to plan the course together with
the participants. One of their fain arquments put forward was that the part1-
cipants had too Iittle e‘per1ence of the specific subject. Another reason for
this situation could be that some subjects have such special condit1ons which
make it difficult %o plan together with the part1c1pants Mathematics “is often .
mentioned as such a subject. Only 18 % of the mathematics and 19 %' of the

science teachens in fact report having tried to plan together with the parti-

.
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. cipants..Jeachers cf Swedish, English and Civics plan :do-operatively inbabout
, Y35 %.of the cases. But this is still a very tow figure, especially considering

_bilaties than mathematics. The fact that only 19 % of the science teachers try

.direct connection with "real 11fe” situations than ma{hematics. for example.

_ move 1n this d1rect10n later 1n the course. They subsequent]y reporte that they

. exists. One explanation could be that the tutors had been deceived by the warm

. mostly or discussion (60 » of the total). A very s1m11ar picture emergy from

Ry

that the last-meationed subjects seem to be more open to these s-rts of possi-

to plan co-operatively 15 a little more surprising as this subject has a more

On the othgr hand, results of the intensive study indicate that the participants .
were quite interested 1n taking part in the plann1ﬁ§ process, Hhen,asked about

\
this apparent cqntrad1ct1on tha tutors replied that they assumed that fthey would

o v en

had in fact ach1eved th1s awm® The participants, however, were of thetopposite
opinion. They*be11eved that they were allowed to take part 10 planning ¢f the -
courses to only a minor extent. It is difficult to explain wﬂy this contradiction

o

social climate g?ich in fact existed in most of these classes. -

N )

«

when considering how the tutors organized their lessons generafly, it is clear
thatothe lecture method is the most common way organizing instrﬁction Only .
about 25 % of the teachers say that they xncorporate activities such as group *
work 1n their courses (used as a method in only 20 % of their instruction time).
Furthermore, d1scuss1ons predominace 1n only 10-20 % of the classes which rely

our intensive study.. ° , . - ¢

o

- .

Time spent on different types of act1v1ty {in minutes). A1l classes, ail obser- < N
vations (1Lten51ve study) Taple 1. )

Swedish .
>

Minutes (percentage) Minutes (percertage) .

1. ?uest1on1ng 507 (11 %) °}5. Same directed .
examination) activity for 637 (13 %)

. all participants

2. General lecturing 1861 (39 %) 5' Individualized : .

3. Group work . 645 (14%) o tutoring with 216 (5 %)}°

i . different tasks . ';
. Discussions 843 (18 %) /- for participants :

]

; |

Total: 4744 minutes . 1
)

I’

o ' 7. Unspecified 35 (1 %) J ;

IQ\L(: , ' Ce . J
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- Mathematics ,'
Total: 4790 minutes

“ Minutes (percentage)
‘1. Quéstioning 145\ 3 %)
\examlnatlon) FR X
| 2. Geéneral 1ectur1ng 2569 (54 %) °
. Groyp work C Xy 60 (1)
4. Discussiohs - 745 (3 %)
., ® .
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Here*it can be seen.that ~xamnation and general lecturing dominat2 in both
Swedlsh (50 % of ali time we observed .these classes) and in the mathematics
classes (57 %) At the same time, only 32 % is spent on group activity and dis-
cussjons in Swedish and 2 % in mathemat\cs The Tast extremely low figure can.
however, to a certain extent, be exp]a*ned by the structure of the subject. ®

h, 4o the teachers act like th1s? Gne possible answer is, that the teachers
have not been able to consider these elemepts in the objectives, stating how
necessary 1t 15 to let the participants be. trained in making their own dec\Slons
and taking responsibility for their act..ns. But the results can also be 1nte)-
preted 1n terms of thr mogel {diagram 1), where one conclusion must be that the
instructors cainot let the participants spend time on procésses of decision,
ﬁgr instance, because of frame restrictions (curriculum, how the group is orgas-
mzed, a certain number of lessons for the instructor). Turiing to the %ape
racordings, there 1s information of a somewhat complementary nature, when the

Y

Minutes (percentage)

. Same dire:ted
act1v1ty or
all part1c1paqts

. Ind1v1dua11§ed
tutorlng with
different tasks
for pirthlpants

<
LS
T
-
4
¥
b
N
1:1
%
B

1162 ( 24 %)

e A,

‘teachers try to avert the dilemma of frames.

The tape recordings were made from the moment the mathematics instructors first

started a new item and the classes were then fo]]oﬁed through the whcle itexn
untal the teachers QSE? ready to Teave the specific item being observed In most’
cases, this happened after approximately five to six lessons. The part\cular
1tem studled covered negative numbers and analyses ~* fucntions (1ncluding the
cp-ordlnate ;ystem) He also tape-recorded lessons in Swedish. The teachers only
permitted tapg recordings when they presented grammat1ca1 jtefs - p0551b1y a

shortcoming oﬂ this section.
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A good overview of what happened was,gamed by a tectunque using a system with
vnre]ess microphones which made it poss1b1e to transcribe everything which was
said.” Thus, the only extra person present in the classroom was the usval
observer. By that time the class had become quite familiar wyh the observer

\i . N

"

v after three months' experience of this siEJation. By analysing the transcrip-
- tions it was -possible see, for instance, how the teachers endeavoured to
:f’ present the item through different strateg.... The folloviing diagrams illustrate
: . what haépened in the majority of the classes. \
i Strategy ' Use of different strategies over time 8
P period. Session A.
e 1 r R
: \ 1 .
N K [
: "AS e ¥
i 1
2 11
: B - '
P~ 1
— ]
. Cd - '
p ¢ ; JJ '
> ] :
D i ‘E !
L. £ ¥ e
1 o
5 & F _ N \ i E - <
o
% H T ) 1 1 = ] o i ' i D
& 10.10 10.20 10.30 10.40 10.50 11.00
Strategies (concret) Strateyies (mechanical) .
T\ . A = Loan and debt . D = Make sums or differences ,
R 8. = Thermometer Y. E = Nictate = x - (-) =
: C = Number arrows F = Calculator ,
L ¢ -
- J Diagram 3A. (Dotted line indicates non-subject-relevant activity)
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se of different scrategies over time
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Strategy o period. Session B. ;
1) . . \ :
A+ )
' \ r
8- all 1 -
° [
CH { .
b
D L
{
.l
£ 4 o i
\ .
\F - :
| ‘ A
1 ) 3
- —> Time |
| s~ 8@ 't . sk ' 9bo !
Strategies (concref) \ Strategies’ (mechanica])
A £ Loan and debt D = Make sums or dlffergnces
8 = Thermometer E = Dictate - x - (-} '+
= Number arrows F = Calculator
¢
Diagram 3 B.

>
-

-

Dragram 3 A shows the use of different strategies over a period of an hour when
the teacher introduced the idea of negative numbers as -a mathematical concept
for the f1rst time. Thc d1agram shows how the teach°r switches from strategy to

: ERIC | S

PO A et Provided by ERC
o

stra%egy 1n an effort to make sure that-eJerybcdy in the c]ass unde.stands the .
new concept But to what extent dues the teacher succeed? ‘In teaching the parti-
cipants what this particular concept means, there is a very real risk of ending
up n trouble 1n switching the ehp]anatzon strategy so often and at such a speed
as this particular teacher. '

- |
rhat makes the teachér (and our other teachers) act like th%s7 In following the
dlaiogue in the class 1t becomes clear that the teacher tries to consider all
initiatrves coming from the part|c1papt, The teacher tries to respond to thg
demand < .aking care of all .n1t1at1ves from adult participants.. In doing this,
the teacher 1s forced to change strategie. often - with dubious recults for the
students® learning. “It 1s quite obvious that the participants are active because,
they are seeking a ro]e with wh1ch they can associate and be duided by later on.
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It 15 also possible to.deduce via the individual conversations the fact that,

from the teacher's view, there are diff{culxies, wi}h virtually no participants
understanding the concept of negative numbers the problem belng'fhat the strate-

LIPS S

gies the teacher,can offer are not sufficient to explain all cases that arise.
: Two strategies are possible - E (dictated - x - = +) and F {use calculator), but
; \ the teacher does not discuss these with the participants. Insteﬂd, this teacher
‘ (and others) used different types of tricks' to solve the s1tuation, including
; Tetting some ,of the participants pilot themselves througﬁ the tricky passages.

Through the technique of pilcting :
\ .

The phenomenon of piloting 1s something the teachers use to pass a critical or

-time-wasting passage more quickly and with less disruption. The same technique

15 reported from youth education (Kilborn, 1976, Lundgren, 1977). The following

diagram (4) can be a concrete illustration of this tachnique.

pp™

-0 ’ Proportions of Teacher three and participants' replies

for 6 (six}).minutes. o -

Voo
rRr-ire
] 11

Number of .
contributions

\ Diagram 4.

~
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Here it 31s seen how two of the participants hom%nated the“interaction during a
6 minute period. These participants supported the teacher's lecture by giving
\ reasonable remarks and answers about the item being represented, while the rest
~ of ;he class.was silent. The main issue is, however, do these partfiipants in
fact, understand the item in question? The answer is no, because in private
conversations between the teacher and the participant (reported in follow-ups.of g
the 1ndividuals 1nvolve&) it was abvious that the 1atter did not understand the
concept at all. The teacher's obje tive in <uch a performance (1ilustrated in \
diagram 4) 1s obviously to Secure a way of passing through a difficuTt passage

'J, { without be1ng himdered by thu rest of the class who do not understand the topic
’ either. . \
Teacher piloting can te 11lustrated more concretely in the woliowing passage \ :
’ from another lesson and another teacher. This time the teacher uses a parti- )
cipant who 1s quite proficient in the subject. The following transcript
111u;trates how the teacher endeavours to avoid most of the d1ff1cu1t1es R
: or complex explanations (P 23 = participant). :
Time: )
12.06 Teacher: Here we have the positive number 3. How many such arrows can
3 we draw now P 23? . ¢

P 23: As many as you like.
12.07  Teacher: ..... and the length?
P 23: That you can see from the number.

B . 7/
12.14  Teacher: To the left yes. Actually the (-2)-arrow should go like this,
because it is the (-2)-arrow! But you have subtraction. How

do you turn 1t now P 23?
\

P 23: To the right.
12.15  Teacher: Ue w1l start illustrating the addition. And the first arrow
shows the number. )

P 23: (-3). p
Teacher: (-3), pius? .
P 23: : Plus (-2).

o Teacher: Equal to? : .
. 1
EMC P 23: (-5).

A v ext provided by R
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] It was a good examplelQG ) \ N

Ajn all these situations, there is somethfng new and complicatew which ig being

"‘the participants understand, the most natural thing would appear to be to let

"Teacher: If 1t 1s 2 degreeS (c°) above zero 1n the .iorning and 3 degrees (603

R

.

150 ¢

«

presented or the teacher degresses into a complex situation._In wanting to help

s

'the'part1c1pants try to answer. In a way, it is an act of self-deception (whether
consciously or unconsclously) to let P 23 "deliver” all the answers on béha]f

of the group. For one thing tnere 15 *he satisfaction of seeing part1c1pants
g1ving the right answers, and then th: viher part1c1pants in the class observe
that students “know" - and perhaps 1t 18 only 1 who_do not understand.
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o e WA, mer @ SRty g

Py
>

Another type of p.loting 1s more sophisticated. An examp]e of this 1s the expres- =
sion: “You can easily see that..." often found in mathematlcal and scientific ;
contexts wnen there are uifficulties in exp]alnlng apparent]y easy relationships. ‘
Tne student oftcn infers that the passage 1s so easy that you do not havé to go .
through 1t. The follod1ng example 11lustrates how a‘teacggggglyaﬁ?iﬁﬁgﬁgrtl- :

_Lipants by using some pa. ...ular words arouqd{igme”“ﬁgiggaglcal landmines" In
" this example, the participants wanted the subfractien operation of 3-(-2)

exp! alned ith the help of assets and 11ab111t1es This is, however, a blind .
alley, but the teacher d1d not 2dmt that. antead, he chose the following
explanation: . . & .

~ H

Teacher: [ reduce my .debt, this 1s something positgve. f reduce a debt. And
* this s accordingly something positive.

& ‘d)

|
The tutor has not explained anything. He has toyed with words in such a way as -

. to make the answer seemingly relevant and the part151pants accept 1t for the™

present. The problem, nowever. 15 (and this surely 15 the point}) that these , t
participants cannot reprodu»e or transfer the example to andther situation

similar to this one.* . - s
& B ¢ T £ :

un another occassion, the instructor wanted to concretize the operation of 2-(-3)
wiigh the participants could noi follow. He therefore chose to 11lustrate tmis,
with reference to the thermometer. - R

-

kY 3y - ! % ot

below' zero in the evening, what 1s the d “ference in between? .

v

The class: 5 degrees. ’ a e

er: Yes, lt is 5 degrees
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, But, was it really a gcod examp]e7 What did the instructor do in fact? He
transformed the. original prob]em nto a new problem where he so]ved the prob]em
of 2+3=5! Some of the partic1pants believe it is an adequate solu*1on to the
problem. If they had analysed the original task, however, they could have dis-
covered that the teacher had solved another and more simple problem. The main
lsgﬂe, again, 1s whether the participants can use the method and make generali-
z&tions from 1t. Is the model for the solution also correct? The temperature has'
1n, fact gone down 5 degrees during the day, so if you consider that fact the
correct answer should be {-3)-2=5! These are obviously difficuities vhich must
be sorted out before the participants can use the model prégented by the teacher.

i

Discussion \

The main consideration must be as to_wh} our teachers act 11ke this, using
different types of tricks. To sort this out of course is not a swmple task, as
1t is not p0551ble to use an explanation that this is merely a number of .
examples of bad 1nstr%ctlon If it is assumed to be a question of bad_ 1nstruc-
tion, then the solution to the‘problem clearly lies in the 1nstructors needipg
retraining 1n the subject, thus avoiding more methodological mistakes. Of course
some improvements can be made up to a certain ooint, but to increase the effort
giving more time for methodologic. 1 retraining will not necessarily lead to a
more correct behavior in the classroom. What is needed, among other things, is
more time for the course. and a subsequent avoidance of pressure to cover the set

1tems 1n the course so that they do not miss important parts of it. Most of them
neve also the ambition of getting the possible mark. In interviews with all of
the teachers in the 1ﬁtens1ve study they stressed how important 1t was to

cover everything 1n the course because they felt the pressure from the parti-
cipants and (1ndirectly) from those teacher who perhaps would take over if the
participants studied further. Most of the participants do also want to go on
studying. :

&

The extensive Study shows that about 40 % of the teaching fime is spent on gene-

"y

ral lectures-{"essentially a one way process in the chalk-and-talk tradition")
At the same time 5-20 % of the time is spent on group activity. '
® .

v

Wit s

curr1cu]um, as well as the demands from the participants that they must coverra]]“

v
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i stddy. The conclusion must be the same i.e. that the .eacher cannot “afford" the
. . -more ti%e-consum1ng techniques (group act.vity, discussion). There is a conflict '

S R R 2 T o

- . \ .
The tendency is exactly the same as we already have presented from the intensive

ek

~com1ng to the surface here trying to cover all items studied in the, compulsory
‘school in the shortest way, whilc being told at the same time to consider aill
spontaneous initiatives from .ge participants or use the adults experience froé
Tife in your tutoring, for example. The dilemma is that the teacher must choose
and that choice is ref]ecked in how most of our adult teachers organize their :
teac@@ngt ' ' : Lo - é
. ‘ | | | T
Asked 1f they had completed the course without any changes, only 40 per cent of
the teachers 1in the extensive siudy said they had managed to do so. Nhaiftype of
dec1s{ons du the teachers make when they have to change their planning? Of those .
teachers who changed their planning, only half lowered the standard of their . ‘ :
teaching by shortening the syilabus contents. Conferring with the participants ! \ ’
1s a rather unusual dec1sion (made in only approx. 1/4 of the cases). An excep-
ticnais found in the teachers of civics, who only consulted the participants in -
2 per cent of the cases. The interest in point here is that it could have been ’ \
expected to have at least the same rate 1n this area as for the other teachers.
The answers also reflect the same attitude as has already have been presented in
discussing the questior. of objec.ives, showing that most of the teachers had not
_tPied_to consult the participants in questions of course p]anﬁing. ’

Classroom interaction »ctivity as shown in the intensive study

1

General activity of participants

The results presented up to this point may perhaps be seen as something other X
than a result of a system of restricting frames. Is it possible to get more
accurate nformation in trying to analysc how the participants really act in the
teaching situation? During épp.ox. 240 ]esson§‘the activities of the parti-
cipants were stugied using a simple techniqué which indicates when a participant
makes a contribution and the ranking order of these contributions. An utterance
1s defined as a ‘consistent statement of a certain category. Any shift of cate-
gory was coded as a newistatement. Astatement cou]d,‘éccording to this dafini-
tion, differ quite a lot over time, from a very short time to a longer contribu-
tjon lasving sevgra] minutes. The contributions were categorized as follows

- ERIC | o
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A ='giving administrative information Q = question \
. L.=-giving..irformation-.reldted to a H = individual help
P L4

_specific aspect of “the subject P = probing LN

§ = shorter responses always preceded _ s ed o ad
. -by a nor-directed question . V = verification

$R= shorter résponses always preceded \

by a directed question * . . .
' . ]

Charts illustraiing how activity goes on in the classroom were constructed. The
following diagram (5) is one example of these charts, as used in the study.
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_In thas chart 1t can be seen how the teacher cominatés activity in the ¢} ass oum.
The same p1cture emerges 1n both mathematics and Swedish. Fi fty~f1ve charts were
,made from the mathematics lessons and fifty-one charts from the lessons in
Swedish. The main difference in activity between the classes in mathematics and
,k' . Swedi1sh is that participants in the latter make more contributions than the
_ farmer. Cr. the other hand, the teachers of Swedish tend to speak much more. The
picture from oLr observed lessons is the same - namely, that all the teachers
completely dominate the verbal activity wn the classroom, Furthermore, the
picture 1S exactly the same when the tape-recorded lessons are considered. It x
can also be seen how diftérent groups of participants contribute in the class-

room activity. The participants were divided inte .. ~umber of types of activity -

how many times they make a verbal contribution and n.. often they do it in rela-
tion to their fellow-students. The following cqtegories were used.

Actiyities in classrooms by intensity of contributions. Table 2.

i
k]
3
:
- ¥

e D ey

PN

A g A+ 3 ]
. . .
Number of contributions | The med.ar number of fellow contri- | Combirat on of
on each observed butions 1n between every contribu~ } A and B
occasion tion a specific participant mdakes, - |
.} divided by the total numbers of
y participants'-contributions
1
0 ! . - 0
1- 3 0.00 - 0.05%) 1
i 1- 3 0.06 - 0.10 2
1- 3 ) > 0.10 3 B
4-10 ~ ' 0.00 - 0.05 4 .
4 -10 0.06 - 0.10 5
4 -10 >0.10 6
, > 10 0.00 - 0.05 7
> 10 0.06 - 0.10 . 8
l > 10, 5>0.10 9

*llow = The participant has made very condensed contributions
High = More spread in comparison to the other part1c1pants

" For mathematics and Swedish the following table is presented, (Only the most
frequent activity indexes are presented.)

,

! T , ‘l 6;()
W h . -
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'~Most frequentﬁactlvity indexes Table 3. 1\ .
‘Mathematics Swedish
Mathematics Swedish
*) 1 a7 INDEXES: |0} 1 &4 7
12 . 3¢ 12 12 PER CENKT 5§ . 12 6 36 13
i a2 . . 17

) Represents 66 % of the cases chresents 72 % of the cases

x)present'but no contribution
The: most wsual form of acting in mathematics 1s index one, i.e. a participant )
speaks only 1 - 3 times on every observed occasion, Together with zero, the
Vconc1u510n can be drawn that most participants seldom make contributions in
mathematics lessons, a situation is perhaps not suprising when cons1der1ng that
the subject 15 largely cehtred around individual excercises of course. It can
always be questioned if this methodology is necessary. In Sweﬁjsh, the most

. frequent behaviour is index seven, where the participants make 10 or more
contributinns during a rather concentrated pericd of the lesson. The index,
indicating how condensed the participants' contributions are, is related to how
many participants you have in tﬁe class, which makes it necessary to be careful
when making comparisons between the classes. :

g

The stab1l1ty of the participants' behaviour was considered by a regressional
analysis using data from the first noted oehaviour and observing the extent to
whicn this changes on different observed occasions. The results 1nd1cated a weak
decrea51ng tendency for those part1c1pants who spoke 10 or more t1mes, while
those who were quite silent, {zero or 1 - 3 contributions}, d1d not change their
behaviour These findings are based on an observed per1od of almost a year.
EV\dently, the participants' behaviour did not change during that per1od. One
conclusion could be that the teachers try to “calm down" those who have a high
level of verbal contributions, while they do not manage to increase the verbal
activitity of those who are very quiet.

’ o . .
“The Face_group ¢ £

Obviously there are categories of participants who dom1nate more than others

O
[: l(:se active or ccoperative part1c1pants to go through certain passages. The main

s e
3

L WD NS P il Srn i

dur1ng the lessons. An example already given 111ustrated how the teachers could

v
u
4
i
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quesxxen¢uhsch now. emerges is if there are part1c1pants in the observed classes

_who-set Zhe pace of the actlvittes Th1s idea has been formu]ated by Dahl1of ; =

) {1987), who uses the concept steer1ng group”. If a re- ana]ys1s of research on f
5 ability groupkng Dahl16f (1971) found a similarity in result patterns. The time ' ;
%v, \ spent on elementary curriculum units covaried with the absolute value of the :

students between the 10 - 25 percentile in relation to general ability in each ;
class. Dah116f interpreted that pattern in terms of role behaviOur.gThgwstuden\s
this group seemed to function as a criterion group for the teacher - a

; qpeck up" group when learning a certain cur{iculum unit and when changing to a . :
new one. Lu1dgren {1972) has deonstrated how steering groups operated in
academic mgh school (grage 11 - where the students were about Seventeen to

; eighteen years old). Lundgren points out that the steering group can be seen as
N i having an effect on actual frames (class size, composition of class and time

' available) and goals. This means that when looking at different classes, the
steering group will a]t?r accordingly. But the steering group can also be

"

) considered as a fixed group, meaning that the teacher always relates the goal
S level to the frames and integrates his own pedagogical behaviour in such a way
" that he always congiders the capacity of those who correspond intellectually to

the 10 - 25 percéntile. These two ways of looking at the concept Ssteering group
complement each other 1f the actual steering group is stated as varied, but
according Eo the teacher's interpretation of his role, there are limits.
Returnipg to our tape-recorded lesSons, a clearer picture emerges illustrating
what characterizes the group setting the pzce in the classroom.

s . -
-
’

The teaching process can be regarded as a result of actors' performance in
accordance to certain given roles. From the cbserved lessons the conclusion made
thus far 1s that there are clear differences, in behaviour and that behaviour is
reascnably constant. Bellack et al (1966) provides an analogy with behaviour in
classrooms and a game. The wmportant point to stress here is that everyone has ~
? different pedagogical roles - both the participants aqd the teachers.; ’
As already has oeen mentioned, most earlier classrvom observation work has been
aimed at finding a relationship between the teachers' behaviour and the pupils
achievement or attitudes. The purpose has been to answer the question of teacher
effect1vne£s - often formu!Fted in terms of personality variables. There are

some exceptions e.g. Waller (1932), Good and Brophy (1969) and Adams and Biddle |

! é}970). In Sweden {starting with Lundgren (1975).and latéF'Kilborn (1976) and | N
"ERIC L \ , . v
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__ with regard of the content. Gustafssqn's more detailed nine categories

o - . R

_Gustafsson (1977) there are exanp]es of a new tradition trying to look at the
instructional process as a process where all members have been given different
pepagogxcal.ro]es. To fac.litate comparisons between those studies from youth ’
education and adult education, our transcribed tape-recorded lessons were
analysed by using the Bellack (1966) system Bellack uses mainly four peda-
gogical moves:_

El

« . \

1) Structyring (STR)

"Struc\tumng moves gerve the function of setting the c-ntext, for subsequent 5
behaviar by (1) launching or halting - excluding interactions between J
teacher and pupils, and (2) indicating the nature of the “interaction in

terms of the dimenstuns of time, agent, activity, topic and cognitive pro-

veas, regulations, reasons, and iMstructional aids. A structuring m- 2 may

set the context for the entire claSsroom game or a part of the’yame ves
Structuring moves do not elicit a response, arc not in themselves direct
responses, and are not called out by anything in the wmediate, elassroom ’
sttuayion except the speaker's concept of what shculd be said or tawyht.”
Bellack et al., 1966. pp. 16~17) ,

- In our material it is the teacher who dominates these types of moves. The

structuring moves were also noticed to be quite different with regard to .
intentions. It was therefore decidad to employ the same type of separation of °
the structurzng moves into four categories as Gustafsson (1977, p. 180) but in )
this article the esults are presented in accordance with Bellack's orig1nal
def1n1t1on T

2) Soliciting (SOL) which is invended to elicit

{a) an accwe aerbao response on the part °f the perscns addressed; (b) a
cognitive response, e.g. encouraging persons addressed tc uttend to some-
thing; o1 (c; a physical response ... these moves may take all grammatical Y
forms - Jeclarative, interrcgative, and tmperative ..." (Bellack et al., ~

1966, p 18)
"To observe soliciting is to obgserve (l) who golicits whom; (2) what the . .
socieitor indicates he expects the other person to Jo; and (i) the manner

in which the solicitor uses uords to make his expectations known."
(Bellack et al., 1966, p. 87)

r ’.

Even here 1t was reasonable to specify differegt typcs of soliciting actions

(Gystafsson, p. 183-191) was also used but this ﬂgber considers only “the
original category”.
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- 3) Responding {RES) and

T 1%y

g

4),+§acting-(55?) : )
The Latter is related directly to the other three moves, but need not in
ttoelf be initiated by any of them. (Bellack et al., 1966, PP. 16-18)

-~
Analysis of the tap‘-recorded lessons in mathemaglcs showed different types of

.patterns in the,dlfferent classes. But in each class it became rather obvious

.

that there are a‘certa1n number of participants who act in 2 divergent way
compared with the rest of the class. sy

A

The .o]lowxng table 1nd1cates how many participants have rioves thCh exceed the
90th and 75th percentile. It must be pointed out that theucrltlcal fagures for
each percentile number are very different from class to &lass. In some classes
only a few "moves” are needed to exceed the limit, while in other classes
several “moves" must be made to pass the critical numger.‘The different limit
numbers insfact reflect very different teaching styles, - for instance in some

. classes it 1s very difficult for the participant to make structuring moves

because the teacher does not give anybody the chance of doing so in the class.

>

Participants' moves exceeding the 90th and 75th perceniile in per cent of

participants in each class Table 4. v )
oy
Mathematics , ) "
STR RES REA SOt Number of
»>Q 90 »>Q 7% »Q 90 >Q 75 >Q 90 »Q 75 >Q 90 >Q 75 participaats
Class1 1 S - n 27 N n o1 18
2 18 27 18 18 18 27 18 27 n
3 14 19 10 29 1429 14 29 21
4 .7 2 727 13 27 13 271 - 15
5 15 15 0 2 1530 15 2 20

¢
About 15 - 3b’per cent of the partic.pants in each class correspond with more
than the 75th percentlle of all activity in each of the Bellack categories. But -
are these participants the same in all of the categor1es’ The answer is yes -
but only to a point - something which can be seen from follgwing table showing
how many of the participants are found in &ll combined categories“of moves (i.e.
37~ and REA, RES, REA and SOL, RES, REA, SOL and STR).
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Participants’ moves (in combinations) exceeding the 75th percentile in per cent

of participants in each class Table S.

Hathemat1cs o,
5 >Q 75 >Q 75 *
RES + REA RES+ REA +SOL RES + REA +SOL +STR
Class 1 16 1 N
2 18 ) 18 18
3 19 14 10
4 20 7 F
5 15 I | 10

%

it must be remembered that these figures represent only a few participants in
each class. There is, consequently, a rather small group whose contributionsg”or
moves are very dominating in comparison w1th the rest of the class. But SOme of*
the participantis in the group perform a sligutly different role. There are some
participunts who have spec1a11z%% roles (like only responding, react%ng and $o
on), but around 10 per cent of the participarits stand for more, than Jhe 75th
quartile of all participants' moves in all of the categories in question.ﬂT?ey

not only respond, react and questioh, but they also make structuring moves < ioe.

they sometimes take the teacher's usual role. Contrary to Dah116f and Lundgren,
there is no information in this study about the participants' ability, {(as
geasurod from some intelligefice test) apart from assessment ratings. These
*at1ngs show that 1n the active® groups there is a mixture of individuals who

" have got both very good and average assessments in the subject There are a

number of explanations for this finding - one being the problem of restriction

_ of range. However, it cannot be stated that our 15 - 30 per cent groups censist

solely of participants who have an ability corresponding to the 15 - 30th per-
centile. But it should be emphasised that the results show that in each class
there 15 a group {around 15 - 30 per cent of the participants) who hold a key

position - especially if the teacher wanLs to change the pace of instructicn. As

a teacher it is always necessary to check with this pace group by directing

" questions to some of the membars. Otherwisd they will “interfere" by reacting

and soliciting moves. There is also a smalter group {arourd 10 per cent ip each

class) who even interfere by structuring moves.

- 1€ the frames are restricted it is important to note +hat there is a resultant

O
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key group such as has been described i.e. a group which is very dominant in
-, ’

S R P LS T




the teach%ng process. Turnming to the daéa from tﬁé more simple observation
system {which also covered a/]ongerﬂperiod of time) it can be seen from the
follc .ing table that a simmlaf picture of a dominant group emerges:
P;rtlcipants' behaviour, regléter over time via a simple observation technique,
exceeding the 90th and 75th percentile. The number of par;;glpants is expressed
in per cent of barticipants in °ach class. Table 6.

[

L! .Q H s SR
{Lecturing, (Questloning) (Individual (Spontaneous (Response af- Number
help) response) ter directed of

question)  parti- |
50 90:Q 75 Q90 >Qz75 >Q 90 >Q 75 >Q 90 >Q 75 3Q 90 >Q 75 cipants

D T ekd 1e ven ASHYS e hu

o AR Bear v

Class 1 14 28 10 10 14 28 / 14 23
2 - - 17 7 1725 17 )2 |17 25 12
3 - - n s 4 15 n 2/ n 2 27
C 4 -k 8 25 8 21 13 2 / 1s 13 2
Ty T R I ST | SRS | JF A R K 6
g 6 - - 9 23 o 18 14 27 14 w2
. 2 - - 12 25 1313 13 2;/ 6 25 16
2 8 - - 19 20 . 10 10 10 3/0 - - 10
9 - - 12 24, 6 29 24 2 2 17
M ¢ 9o < - - - - 14 29 14 21
noo9 277 s 27 - -8 /‘27 13 27 11
12 13 25 131 25 - - 13 |25 13 25 16
13 6 25 13 19 - - 13 jzs ‘6 25 16
R LR 72 - - 14 |29 7 29 14
: 15 0 18 12 29 - - 12 { 29 1229 17
£ 16 Not presented - because the school administration .hanged ¢he composi-
{ v tion of the class during the observation per? d.
oo 17 16 16 6 25 - - \ 6 25 12
- 18 10 26 10 26 10 - 10 10 |21 5° 16 19

\ /
© - i
S [ —\

t

There is a group of around fS - 20 per cent of the part1cnpants in each class in
each of the categories, all of which exceed the 75th percéptn]e of all contribu-

tions 1n the category 1n question. Some differences betweem the subjects can also |
be discerned. In the mathematics classes there are seldom aﬁy participants who |
do any lécturing, a behaviour that is more frequent in Swedi%h.,The lack of |

i

lecturfing in matnematics in terms of figures (while finding structuring
i |
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: i“?ﬁf?ﬂ | . -1\6i651 . \ /




Aruitoxt provided by Eic:

s

i~ -

- ERIC

moves 1n the Bel {k analyses) probably only indicates that the obgervation
techmque used was not as sensitive as the anajx§es from tape-recorded, trans- @
cribed lessons. Individual help is very unusual ir Swedish compared with
mathematics where this type of activity is more frequent. The activities in the
mathematic classes are ;1so more dominated by individual activity which we have
showed earlier (p 128).. The participants exceeding the 90th percentile coné@st
of around 5 - 15 of all individuals in each class. ' ! |
R & .
In combining the different type of behaviour categories Q + S, Q + S + SR, Q+ S
+ SR + L and checking how many individuals who appear above the 75th percentile
10 each respective class for the different combinations the fo]iowing tables were
compiled. ‘

Participants' behaviour, registered over time via a simple observation system

"in combination of categories), exceeding the 75th percenti]%. The number of

participants 1s expressed in per cent of partic-nants in_each class. Table 7
Q+S. Q+S+SR _ Qg+S+SR+L

>Q 75 >Q 75 >Q 75
Class 1 14 5 -
2 16 8 -
3 n n -
4 13 4 - N
8 s 0*) 0 -
5 6 5%) 0 -
g g 13 6 . .
2 38 20 20 -
9 18 6 - : '
10 14 14 14
1 18 138 18
12 19 13 1R
.13 6%) 6 6
14 21 7 .- . ‘
= 15 24 n 1
fé 16 Not prgsgnted because the schoo] qdministratgon chaqged the
& composition of the class during the observation pgr1od.
17 16 0 0
. 8 16 o 0

-~
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Except for a few classes (marﬂedlx), about 10 - 20 per cent of the participants.
1n each of the classes prov1&§ all the question?ng and spontaneous responses in‘
the classes. The group diminishes.if answers to directed questions (SR) are
included, 1ndicating that there\are individuals in the SR-category who make
questions or spontaneous replies more seldom than the others in the class. If
the lecturing ﬁategOry 1s inc\uded 1n many of the Swedish classes, tﬁete is
st11] an active group consisting of about 5 - 20 per cent of the participants in
each class. But these figures 1n many cases ref]ekt different teacher beha@ioyrs

§ - something also noticed 1n the Bellack analyses in mathematics. This means that
. the critical nimbers for cur percentiles are quite different ia the different

v

; classes. . !

? The conclusion drawn from this is that even if material based on a mdre simple X
_observation technigue 15 used there 3s a group of around 10 - 20 per cent of the
participants in each class who are so dominating that the teachers have to take'

~acount -~ them. The differences between mathematics and Swedish are less tham ~ - — =

expected, wwunsidering the structural differences between the subjects. Of course

there 1s a slignly higher activity 1n some of the categories, but the smalil

difference 15, howeser, less unexpected taking the standpoint that the frames in

Swedish are also so restricting that the participant cannot take up too much of

_the time available. Just as 1n mathematics there is a pace group and the group

becomes more pronouncad in the Bellack analyses.

Unfortunately, the findings from our tape-recorded lessons 1n Swedish cannot be
presented here as these analyses are as yet unfinished. But having finished half

of the material, 1t appeary that about the same figure emerges as from the

matnhematic lessons - namely that instruction is dominated by structuring and is

related to a pace group. The fact that the material 1s so similar has, however, .
to do 1n part with that the teachers 1n Swedish only permitted tape recordings

when they went through grammatical items. However the fact that these teachers

used the same 1dea with a pace group strengthens the view that the teachers 1n _%”““‘ﬁ
Swed1sh must also use that techni@ue when_the frames are found to restrict "the’

inner life of" the subject.

Q )
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An interesting question is raised in trying to see if the general activity in
the classes is sPecific to the adults in the study and, that being the case, if
it is p0551ble to explain why this occurs. The following table compares the
results of th1s present study with four other studies from youth educat
Rubenson is prepar1ng a special report where he discusses a? "t educat .on 1q
relation to youth education (Rubenson Jn progress). ’
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ﬁel]ack moves in per cent, different educational levels

i

Teble 8.

3

: Youth education Municipal adult
i . Secondary school ! Compulsory school }education
Bellack et al  Lundgren :Ki]born Gustafsson Hognielm & Rubenson|,,
(1966) (1972) (1975) (1977) (1979)
civies Math. I Math. Math. Math.
3K STR 6 n 12 M ] 32
SOL 34 29 v 38 35 . 24
RES 29 27 v 25 23 15
REA 31 33 L 27 27 0 ¥
150 - - - 3 0
?T‘ ) 120 100 100 100 100
{A11 figures in per cent) -

~ What 1s aqost striking 1s the great similarity between the different findings
- from youth education. The present article is no place to discuss differenses
between youth education and adult education in datail but it 1s clear that the
structuring moves are very dominant in our study in comparison with the others.
This actwvaty refers mainly to lecture behaviour from the actors. It is an
activity which also concurs with our earlier findings from the extensive study
_indicating (iable 1) a high amount of lecturing. The soliciting activity is,
however, slightly lower in the present study, which means that the teachers put
slightly fewer questions to the participants compared with their colleagues in
. youth education, This is also reflected in a lower rate of responses from the
parf1c1pants - on]y 15 per cent. The general level of reaction seems to be about
the same, but the situation changes if when d1fferent1at1ng between teacher

activity and participants’ activity.
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Hoves in per cent Jdivaded on teachers (T) and participants (P), different
"' -gducational Tevels "Tabie J.

o . Number .o

STR SOL R7S REA - 1SS gf moves * Total }

Bellacketal T 8 46 .~ 6 40 1 9565

_ (1986) P 2 N e 15 6 3 5910 15457

3 ;

Lundgren T 16 M 5 34 0%} 7051

-(1972) P 10 61 28 0 4336 11387 i

_________________________________________ ;

Kilborn T 18 43 6 - 33 0 3295° N H

(78)  p 0 20 60 15 5 1803 5098 i

(Gustafsson T 17 a5 7 29 0 4496

wm e o w2 6 308l 7817 <

‘- Hoghielm T 2 28 3 27 0 4724 :
¢ Rubenson : 7440

TS P 14 16 36 34 1 2716

Ty ToTrmmTmrTm T oo

x)Lundgren also “as a HEP category (4 %) indicating individual help.

.In youth education, the s'tuation is still rather similar, even if there is a
tendency that the findings from the secondary school are more homogeneous and
the same is true of the results from the compulsory school. The most’ obvious
discrepancy will be noticed in the structuring moves in Bellack's study; where T
the interpretation presented here would be that the divergent result depends on

the structure of the subject (in Bellack's case, civi&s). In the komyux study,

it is, however, even more clear that the teachers have a lower rate of solicit- .

ing (28 %), while the participants have a correspondingly lower rate of respond-

ing 236 %) than is reflected by the results presented from youth education.

Komvux barticipants also have a relatively high amount of reaction moves (34 %)

- which in combination with a high amount of structuring moves (14 %) indicates

a somewhat different wayiﬁf acting compared with the other four restarch studies.

It can perhaps be interpreted as an embryo for making it easier to change the

conditions for instruction. There is a readiness for the participanis to 1ater-

fere more in-the teaching proces<, but one main~p}oblem'in facilitating this is

to change tha frames under which tutors and participants work. 3 : -

The results from the Bellack analyses indicated that teachers are very eager to
cover as much as possible of the syllabus, and in doing so, they have to rely
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on mainly structuring moves. They are also restrictive in soliaiting moves. In
such a situation the pace group becomes more and more necessary to the teacher.
It is necessary to check your structuring with some of the participants. But tﬁe
teacher ip komvux cannot choose . the same way as a teacher in the youth ’
education can, as there are a certain number of active participants (of varying
abilities), which restricts the teachers' manoeuvres.
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SUMMARY AND DISCJYSSION . ‘

Starting with a theoretical standpoint stressing ihe importance of how different
frame systems govern, constrain and regulate the educational situation and
influence the shape of the teaching pracess, the report has entered into a

rather complex discussion. Psychological factors were also considered as regards
the way in which they operate with this system. Society's norms and values must

be treated as a special phenomenon 1nsulated from the surrounding society. This
does not mean that. the educational s1tuat1on or a school system is simply a
mirror of society. The sociology of the school itself cannot be neglected -
something which for instance has been recently pointed out by Rutter, et al.
(1979). uWhat can be said is that a schsol {or school system) can create a norma-
tive system which differs from that of the surrounding society. A good example
is Sweden's study circle organ1zat1ons wh1ch especially in their formative
stages, often had a different value system from that of society. Nowadays this
discrepancy has samished, meéning that society has accepted and integrated Ebese
norms (and vice versa). An example of this is also reflected by the objectives
of adult education {see p 123), which are very similiar to those of the old
study circle activities. The proSlem is, however, that these objectives are
difficult*to implement 1n municipal adult education.

>

The empi-ical study presented here was planned to charch the operation of the
teaching process in Swedish municipal adult education. The study cogsigted of an
intensive part, nvolving 9 classes in Swedish and 9 in mathematics. Classroom

S A et provided by enic
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observations (240 lessons), tape-recordings (30 lessons), questionnaires and
Interviews were used with both participants and teachers. The extensive.part of
the study dealt with more general questions, such as the objectives of aduit edu-
cation and the provision and content of local training programs for instructors.




{ »

The main findings wete presented, starting witi 2n explanation of how the

objectives of adult éducation oﬁerate. The results indicated that teachérs in
mﬂnicipa1‘adu]t education very seldom organize lessons in a way that makes it
possible for the participants to actively participate in and take responsibility
for the instructidn process. After that section, results from the tape-recorded
lessdhs were presented, illustrating how different types ofl 'tricks' are used by
the teachers (e.g. the technique of piloting) to get r1ound the problem of
restrictive curricular frames, how the group is organized and a certain number
of lessons for the instructor.

By analysing the activity in the classroom via a simple observation technique
which indicates who is speaklng and in which order “"the actors" in the classroom
speak, a picture emerged 1nd1cat1ng a very specific activity pattern in all the
observed classes. The behav10ur of both teachers and participants was quite
stable over time (a one year period, with observations made at certain times).

When trying to answer why such a pattern exists, it becomes.necessary to
consider the group setting the ‘pace’ as well as the forms of communlcatlon n
each class. This group is important when operating unde, restr1ct1ve frames, e.qg.
time and an "overcrowded” curriculum. By doing a Bellack aﬂalysis of the tape-
recorded mater1a1 a group, here referred to as the pa:ce group, emerged in each
class. The results also showed that in each class the pace group consisted of
around 10 - 30 per cent of the participants. The teachers must Always consult or

A&&dress ‘themselves to these ¢roups, otherwise these participants will direct

themselves to the teachers. A similas picture of a dominant group emerged when
analysing the materials collected via the observation technique. Finally, a
summary of the Bellack analyses was made indicating very clearly that the
teachers 1n the intensive study produced facts to a greater extent and put less
questions to the participants in comparison with pupils in youth education. At
the same time, however, the participants tend to make more comments i.e. they
think aloud more than the younjsters, something which can be an encouraging sign,
if the system itself can be changedj ' i

.

The article ends with a discussion pointing out that the teachers' actions as
reflected 1n both the intensive and the extensive study were not examples of bad
instruction, but rather the results of a framing system being too “tight". The
fact that lessons are so cominated vy the production of fact¢ is also a sign
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that society's merit System does not include objectives such as increasing the
individual's criticaj understanding and active participation in cultural, social

by T

and political life. It can also be considered as a normative inconsistency

within society. The objectives, being very similar to old educational ideals
within popular education in Sweden (from the beginning of this century), cannot
operate in a system that is too :igid and adapted to a different reality in
society. This reality still promotes the ideal of looking for qualifications .
which are easily quantified - which meaﬁs that both ga.~icipants and teachers '
choose ("to be sure") the quantitative part Jjust in case. The strategy therefore,
is not to discuss how to give more opportunities for the teachers to enter .
retraining pr¢ jrams 1f bad instruction is detected. Rather, the more efficient

stade

solution is to ease the pressure from the frames. This must be a dynamic
process, because society is in a constant process of change, which means, that
even if there is a framlng system, there must be an awareness that this system
also changes over time.

-

&8

The \data can be lookea at from another standpoint: what is being recreated in
the teaching situaticn? Obviously the participants are caught in“a "benefit

perspective", meaning that they ﬁEVE*E‘EEFtaiﬁ idea of what knowledge is .
desirable and that 1t is.ijBrtant to get hold of as many of these "hard facts"

as possible. They actively "socialize" the teacher to become "a living book" who
must produce facts. If the frames are too restrictive the participants use their :
adult position to change the teachers to behave like that. However, the point

here 1s, that society constitutes the framing system which“indirectly reflects

" the merit system of the same society. There also seems to be no situation where

the teachers iry to shape the participants into some other pattern of activity -
for instance participation in T-groups, something which for instance Cross (1976}
clewms in fact seems to actively improve students' self-concept. It cannot be
said, however, that participants sit pass.vely and accept what the teachers do.
But it 1s probably somewhat surprising that the pc-ticipants use their "adult
power" to let the teachers behave in a way where it is almost impossible to take
into cnnsxdera&non all of tne participants' experiences. The general solution does
not seem to 11e in sending the instructors to retraining courses but must be
sought 1n discovering, for instance, wa participants pe}ceive knowledge and how
soctety's conception of, knowledge is reflected in its dlfferent merit systems.
Thus a :-hange of frames can on]y take place in dccordence w1th a change of the
merit system of the society.
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Appendix 1. ADULT EOUCATION IN SWEDEN')

FINANCING OF ADULT EDUCATION .

Except for study circles, the types of adult educatiin described below are in
principle entirely free of charge, although in practice there may be .ine expeqf
es for study materials. The tuition fees paid byspaqyigipants in study circles
are quite low. .

Adult education accounts for a rapidly growing share of the government budget.
More than one-.enth of thg,national outlays for education goes to the various
kinds of adult education that are described here. On top on that, an equal amount
is spgnt on advancing allowances to students enrolled in 1abon market training\
which\is entirely government-financed. - A

Local authority expenditures on adg}t.educatian have also increased rapidly. Mu-
. mcipal governments pay about one-thicd of the costs of municipal adult schools
an about\ the same proportion of the costs of study circles.

~
~

AY
. \
Natioral, municipal and county governments together employ more than one-fourth
of Sweden's working population. Their staff training programs are extensive and
are awmed at all categories of employees. Thus, through direct payments, subsidy

governments pay the lion's share of adult education costs in Sweden. Other con-
tributors to these costs include the popular movements, political and non-profit

organizations, trade unions and private companies.
: i

-

As of 1976, eﬁeloyers began paying a special pa&roll levy for adult edu-
cation. This mdney 1s used, among other things, to implement the allocation po-
licy. . \ N ,
Hourly and daily study grants provide compensation for loss ¢f income. Studies

which must be pursued for longer uninterrupted periods qualify for a spec{al S
adult study allowbnce which is mainly intended for persons of low previous edu-
cational attainments.

I3

1, The presentation is largely based on information material from The Swedish
Institute and is not a critical analysis of the Swedish system of adult
education. v . . f ‘ o,

systems and financial assistance to students, the national, county and local _‘\\J
1
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The payroll levy also finances study circles in "higﬁ:briority subjects", i.e.,
Swedish, Englisk, mathematics and social science, as well as outreach programs. :
at workplaces and in residential areas. These funds are distributed by special :

.

- regional adult education councils. . ;

Outreach programs are aimed primarily at establishing éontact with and at re-
cruiting people having less than nﬂne years of primary schooling. The outreach
programs at workplaces are administered by local branches of trade unions and
outreach programs in residential afeas are handled by the voluntary educational
associations. In the latter case, priority is giveh to establishing contact with
imnjgrants‘ the handicapped, housewjves and, others working in the home.

i N
Further, all employees enjoy an unconditional right to take leaves of absence .
for studies that must be pursued during working hours. Although the leave to
which they are entitled under law is unpaid, certain grants are avaiiable through
the hourly and daily study grants and special study allowancg§ described above.
At present (1980) the governmenfxfinances 25,000 full-time study allbyances.

°

>

FORMS OF ADULf EDYCATION It SWEDEN . -
Residential Adult Colleges,
“Folk High Schools”

A specifically Scandinavian form of adult education is the folk high school, a
" type of boarding school. The folk high school is not the form of adult education
with the greatest number of participants, but it is the oldest one. The first

folk high schools were founded in the mid-19th centuray to give young rural
better opportunities for general educagion. . ) . R
Today. theré exist 110 folk high schools, which are owned either by county and

local councils or by trade unions, churcheék tegp€rance societies or nther pon- .
profit organizations. Each school determines‘}yzgfwn curricwlum witnin the

framework of the folk high school philosopny.” There is no o:>}cial syliauus or
compulsory subject matter for folk high shools. Studies focus on ton®. areas

¢
’
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ra'her than on s;ngle subjects. A significant feature of these schools is the
nigh degrev of student pa-ticipation in educational planning and implementat‘on.

The folk high schools have ﬁade an effort to improve their study facilities for
kandicapped persons. More and more schools have been adapted to accomwodate phy-

" sically handxcappeu oersons the assistance g1ven’to the bllnd und dea® is in-

creasing and about 20 schools work with mentally retarded persons,who are to |
be integrated inta the ordinary school activities as far as possible.

In the course of the sckoot year 1978/79, 150,000 persons partivipated in folk’

high scheol courses in Sweden. More than three-fourths of these people pdrti-

cipated in courses of one wee, o less. About 15,000 persons participated in.

the so-called lcng-term folk high school courses with a length of 30 weeks or
lgnger. 1t 1s the students participating in these long courses that form the

backnone ¢f the folk high schovls and their work. Usually it is this group of
peoplé one thizks of when talk1ng abou. fol. high schools 1n general.

The short courses. are, as a rule, arranaed in collaboration with organizations,
institutions and authorities. Experts fro. the cooperating organization take
over the teaching during such short courses and are paid by the school with
money set aside for these purposes. But it is always the school that is re-
sonible to the government for the planniwng and accomplishment of such short
courses.

The teachers employ- J at the school for the long-tern courses are to take
more than 24 per cent of all teaching during the short courses.

°

Vo.untary Educational Associations

By far the largest number of today's adult learners attend the study circies
organized by the local branches of Sweden's educational asseciations. In the
fisczl year 1978-79, study circles attracted about 3 millie: participants,
of whom slightly over half were women. That figure should bc put in relation
to Sweden's total population of about eight millior and its ad.1t pcoul.*ion
{aged 20-67) of about five million. But since ary one participant may take




e

R

-.\}

part in more than one study circle, no net figure can be given. These. study
circles are sponsored by ten voluntavy educational associations, of which the

Iaﬁ?e5&T~ASF~{ehe~ﬁorker's fducational Assovtatton), accounty For just over — ~ 7

one-third of the total study circle hours qualifying for national government
subsidies. ) .

o

-

'

. In the regulations for awarding govermment suusidies ti voluatary educational

associ?tions. 3 studj circle is defined as "un informal gro@p which neets for
the common pursuit of well-planned studies of & subject or problem area which
‘as previously been decided upon". The ides - even if this sometimes is diffi-
cult to carry of - is that the group itself determines how its work is to be
planned and carried out. A circle leader has certain coordinatirg and ad-
ministrative tasks but does not act as a teacher in the ordinary sense. There
are no formal requirements for circ]e Jeaders.

N .
To be‘cligiqle for subsidy, a study circle must have between five and twenty
members. It'must for at least twenty class-hours spread over at least four
weeks. Each meeting may last no more than three class-hours. The subsidy,
fixed at a certain amount per class-hour, covers slightly more than 45 per
ceht of the costs, with the remainder coming from fees and municipal grarts.
Study-circle activity is supplemented by programs of public lectures, which
also receive government subsidies. : ‘

<

*

.

wo Subject areds account for two-thirds of the study circle hours..sesthetic- -
subjects and ¢ivies. Study circles in Swedish, English, mathematics and so-

cial science at a level carresponding to grades 7 - 9 of tompulsory compre-
hensfve school (somefimes lower) have been givep higher priority through a
system of extra State subsidiesl . Priority is Jlso given to unioa and immi-
grant circles as well as to siudy cirgles for the handicappe More than a

third of all study circles fall into these high-priority categories. For 3 .
many of those attending itigh-priority circles, their studies are the first

pﬂgse of a recurrent educational process of varying length.

1) The Commission on Popular Adult Education (SOU 1979:85) has suggested
that the f.nancing system should be changed so that priority is given to
selected groups - not selected progroms. The Riksdag will geal with the
report in the autumn of 1980.
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There are also study circles at university level. So far the number of par
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pants im such circles has been about 9 per cent of the total. A person who
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compieted an approved-curr1cu1um stud\ dy circle at unlverSIty “Jevel may take'a
special examination at a university and earn credit points there. ]

1 |

. Immgrant education has grovn rapidly in volume and has come to bulk ever iargey

in the tota) course offerings at the educational associations.
i

Stuay c1rc1es are politically valuable, as a conduit between the governmeqt and
the populat1on For example, recent Circle discussions were held on whether or
ot Sweden should use nuclear energy as a future power source - promted, j 'nci-
dentally, by the:'government. Swedish leaders have received hlgh]/ accurat
readlngs of/;urrent popa]afcthlnklng on this voiatile Question.’ b

/

Buring the last years the study circle has come to be used as an instrument by
groups An order to find solutions to serious problems confronting the group.
For eﬁample in v1%lages threatened by loss of job opportunities people Have

started csrcles to investigate .the possibilities for alternative productlon.

The educational associations have likewise made a great effort to prov?dé study
possibilities for the mentally retarded and those with serious physicaj handn:
caps. The government has provided special money for research and development in
order’ to facilitate participation for these groups.

I - e ————

Munifipal Adult Schools _

The municipa! adult 3chools are vperated by the school boards of each local
authority. They offer instruction in accordance with the uniform nat;ona] curri-_
cula for the lower cecondary school level (grades 7 - 9) and for the various
study lines and courses in upper secondary (2 - 4 years beginning with grade 10).
However, compared with the education of youth, the normal time schedules for
adults imply a reduction of between 30 and 79 per cent.

'.

A system of special vocational training operates alongside the ‘ucation that
follows the curricula for the compulsory comprehensive and upper secondary

180 ‘




+schools.

4

Host courses are offered in 'the evening. However, eligibility for leave of ab-
sence as from 1975 and for special adult study allowance as from:1976 has in-
créaged the proportion of daytime Students. The student takes one, two or more
subjégts as a time; most students study part-time, but many day%ime s tudents

- go full-time. p \

C o
i The jncreased possibilities fo; financial aid to study during daytime might
have ‘led to a decrebse in dropout vates for municipal adult education. A study

of eveniny courses in Stockholm, 1973 (constituting 57 ver .ent of all parti-
cipants in Sweden) repor#ed thatkjust «ver 30 per cent .ciipleted the whole pro-
gra~ (Borgstrdm et al, 1979). A follow-up study af day courses showed that as
many as 65 per cent completed the courses (Rubenson, 1980a).

9

R The purposé of fu]]-ﬁime or part-time studies is often to acquire the actual
' skills and_}atisfy the formal prerequisites that will qualify a person for
fu}ther stuaies at higher levels or to meet the requirements of a certain pro-~
- fession. ’ !
"n recent years the ﬁunicipa] adult schools have increased their enrollments
to about 310,000 students per yéar. Over 40 per cent take general courses at
upper secordary level, while just under 30 per cent each take lower secondary
| school courses and vocational courses under the upper secondar"§chool's curri-
cuta. ?he ‘rend has been toward larger numbers in general courses and some de-
cline in the nu vers studying vocational subjects. This trend, though, ic
g slowly changing. The thrust and design of the vocatiunal courses are ihe sub-
Ject of deveiopment projects launched both by the National Board of Education
and through local initiatives.

A parliamentary decision in 1977 has given mumicipal adult educetion new tasks
to perfum on behalf of adults with no previous or deficient earlier scrooling.
The so-called basic education of adults is meant io give all gruwn-ups, whether
they be Swedes or immigrants, a minimum standa.d of knowledge and skills so
that they can pract®ce a trade ¢ 1 take part in the society's other activities.

English, mathematics, Swed’sh and German are the most bopu]ar subjects at com-

~
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pulsory comprehensive school levels and in the general upper seccndary school
courses. Among vocational t-aining programs, the dominaut subjects are in-
dustry and handicrafts, home technology, a~d commercial and office -ubjects.

The teachers in municipal adult schools have the same trainira 2s tnose who
teach the same subjects in upper secondary schools. Sirce 1975, 1t has been
possible to create special teaching positions within tae municipal adult
schools. But most teachers are counected to secondary school or upper-level
compulsory comprehensive and teacth only part-tine within the adult school. The

——————~»**ﬂitvckmvhw-fnstT*ate of tducation offers 3 spectal program ror 1nﬂnﬂ5watsn1ng

to teach in mun1c1pa1 adult schoo]s The adm15>1on requ1renents are the same

IRl

as for applicants to the secondary teach1ng credent1a] programs, i.e., the
equivalent of a fil.kand. (roughly, Bachelor of Arts) dégree.

A1l students at municipal adult schoo's have access to educational counseling
if needed. Extra tutoring and financial aid is also provided. Study assis-
tance grants vere 1mproved (onsiderably by an Act .f Parliament in 1975. Part-
time grants 1n particular (hour]yAand daily study assistance) have increased.

Certain local authorities also arrange child-care services fo- their adult

students.

For organizational purposes and depending on scope, municipal adult education
35 linked 21ther to & compulsory cumprehensive or upper secondary School or
forms o separate unit for such education.

State subsidies to the municipal schnol systems for acult education cover the
ent{re cost df employing a principal, a director of studies, a "SYU functio-
nary" (1.e., a person who is 1n charge of educational and vocational guigance}
and the teachers, plus part of the cost of information and outreach programs.
Instruction 15 free of charge but students may often be required to pay for’
their own study materials.




! . .
{ i

State Schools For Adults ¢ »

Study programs equiva]ent.to the municipal adult schools are available at two
adult schools (at Norrkdping and Hirndsand) directly administered by-central
government. These schools are intended for students who do not have access to
adult education in their home town: and people who cannot attend regular day
or evening courses. The courses take place either entirely cn » correspondence
basis or by coirrespondence combined each term with relatively short and in1
tensivq in~school courses.
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Labor Market Training ‘ ¥

The system of labor market training criginated in the need to act swiftly
against imbalances in the labor market, both by helping under- and unemployed
workers to improve thenr employability in occupations with better opportuni-
ties and by increasing the supply of skilis ir industries where a shortage of

. suitably trained personnel tends to exacerbate Tnflationary pressures. The

laber market training 5y tem has now a running capacity of more than 1 per
cent of the total labor force N1th courses lastin; for an average length of
4 - 5 months, more than 3 per cent of the labor force can be reached in the
space of one year,

The .nain provisions of this scheme are as follows. Persons unemployed or with

E

GE AN T

precarious employment conditions (*hreatened by ur-mployment due to working
in declining sectors or troubled by personal c..ficulties) as well as those
who a.e willing to leave their employment (or take educational Jeave of ab-
sence) in order to take training for snills in short supply, can attend trai-
ning courses arranged by the labor market authorities in cooperation with the
school authoriti2s or with emplcyers. Courses are free of charge and trainees
receive subsistence allowances. The pay to trainees exceeds the unemplcymept
benefits per day, amounting to some 80 per cent of ordinary wage income after
taxes.

The courses vary in length and level of qualification from a few weeks for
introductory courses, designed to accustom participants to working situations
outside their experience, up to two-year courses for shilled workers and
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technicians, partly at academic levels. In recent years, half of the partici-
- pants have been women. One of the 1mportant funct1ons of this activity is to *
pave the w@y'fbr’female*entry’rntowthe-1abor1narket.
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Most of the tra1n1ng is carr1ed out at permanent or temporary and often impro-
vised tra1n1ng centers, admifistered (jointly but with a great amount of dele-
- gation to the1r county subsidiaries) by the Labor Market Board and the Natioral
R Board of Education or by arrangement with vocational schools, which are now
integrated with the system of upper cecondary educat\on In the fiscal year .
—%%&%H%M&pamapa%ed—}n—tmand—oﬁ {Ea%mng»— e
%

o &

The Labor Market Board can, when the employment Situation—so warrants, payltem~;——~i
o0 porary training grants .o private firms and municipalities so as to compehsate
for 1ntroductory training costs. Similar, subsidies can also be given to employ-
ers hiring handicapped or older workers, and to muniqipe]ities organizing shel-
\ tered employment. Employers who let women try male dhcspatiqns (or vice versa)
by can get a special grant_per hour. In regions with a 1imited . demand for labor
employers can get tiaining grants for new hires. A subsidy is also available o
employers who arrange training of old or new employees in connection with a )

net i1ncrease n their work-forces. For cyclical and other reasons, it can some-
) times be advisable to support the in-plant training activities of business en-
1{_ terprise. Firms abstaining from laying off workers during a slack period and
P giving them training instead can get a special subsidy per hour and trainee
up to a maximum of 960 hours. This part of in-plant training expanded rapidly
during the past recession, when the number of participants in 1976-77 rose to
] more than 100.000 compared with roughly 10.000 in the previous yvear. In 1978-. (
; i < 79, when the econo.ny had started to pick up, 1t was down to 50. 600.

¢ Training is used not only to impruvé the leve] and amount of industrial skiils . 1
among workers but to spur "investment in human capital", the aim being to off- |

set cyclical and seasonal variations in employment by countercyclical varie-
tions in its volume.

Solution of the admnistrative problems cohncted with this policy for "-apid
action" against employment variations demands a considerable freecom of de-
cision-making by loca® employment offices ir cooperation witk mun’cipal and
school authorities trade unions and employers. It aiso entails a centrally ¢
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organized provision of educatlona mater1al {equipment, books, teacher tra1n1ng)
and the uph..ding of reserve capacity in permanent or temporary training centErs
-dur%ng»hwgh-emp}eyment pér1ods softhat>courses can rapidly increase thefr iv= — - =
take as soon as t?e employment situation in an area begins wo deteriorate. ] \\;j
; . 3
The primary objective of labor'markei training is to ensure steady jobs for the 1
unemployed. Regular ..ilow-up studies show that of those who have taken voca-
t1onal courses and who then enter the labor market, some 85 per cent have ob-.
ta1ned Jobs within three months of course completion. Approximately 85 per cent

R NNELY]

_ other educational attainments than six to eight yeirs of e]ementary schooiing.

- -

1] -
A substantial proportion of those enrolled in lot. market training have no

To give these groups a wider range, of choice on the labor marke: is a maJor
redistriuut1ve goal of manpower tra1n1ng

4
, , - e N
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< Higher Educat{Bn
“Regular” higher education has usually not been considered as a part of adult
education. However, the Swedish reform in higher education {1977) obscures
this distinction. The refarm coula be seen as an attempt to evolve a cohereat

approach to opening post-secondary educatiown to ad,lts. A cornerstone here “
has been to accord increased value to work experience as a ground for ad-
mission to higher 2ducation.

The Swedis' admission system makes aqu;damenta] distinction between general
'ggglif ations {elia~bility) and special requirements. The new admissions
scheﬂe detines four main ways cf obta1n1ng general e]1g1b111ty for higher
=ducat1on They are:

(1) to have completed a three-year stream of upper secondary school;

(2) to have completed a two-year stream of upper secondary school;

.

(3) to have equiva]ent education from a "folk high 5chool";

(4) tc have more than 4 years ¢f work experience and to be uver 25 years old
(the 25:4 qualification). .




" "the 4 years required for the 25:4 quaTTT*tatTon -However ,~the speciat requirer -

" Work experience also has a second function as an additional selection criterion

1:11 - .

. . ] , B o o
In these admission rules,work experience is given a wide interpretation; any kind
of work experience including ch11d care and military service can be included in

ments  often mean that the equivalent of upper secondary school knowledge in
certain subJects is requ1red in addition to the genera] requ1rements {which al-
so include knowledge of Swedish and English).

@ 3

to restricted programs. Previous _to the 1977 refgrm, selection had been entire-

ly based ori school results. In selectign to full degree programs, the applica-
tions are placed in so-called-quota groups corresponding to -the four grounds '
for general eligibility. Each group is allotted places in proportion to the

number of applicants in the group. i ’

4

[

Applicants n aﬁ] categories can add credit points for work experience to their
school marks. The broad definition of work experience which is used for gene-
ral eligibility 15 also used sor selection to restricted programmes. Applicants
must have at least 15 months of work experieace (in addit}on to the four years
included, 1n the general entrance requirements for 25:4 students).

Staff Training 1n The Public and Private Sectors

- scomplete-vocationat-trarning-course 15 provided. Hore advanced—trainingia———]

_ are also available. The Swedish Association of Local Authorities and the

RIC . 18s -

Scme government authorities t-ain their own employees. In certain agencies,
for example the Customs Service, the Post Office and the Labor Market Board,

the form'of short and long courses s available within most gdvernment agen-
cies.

- >

The cousty councils and irarger municipal goveriments have extensive staff
traiming programs. Nursing staff in county hospitals and other county-oper-
ated health care 1nstitutions receive vocational training. Advanced courses

R

Federation of County,Councils each have training departments which sponsor
Lourses for various staff categories,and for elected municipal and county
offic1als |

=
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. Most large private coﬁpanies,have trainring departments which carry out, eduea-

e s te e atXenas s

tional planning and sponsoy courses, Employees of small and mediqp~sized firms
are-eHgible for training courses qupsorediby the various employer federa- -
tions and their affiliated trede assoeiations. -A-number of joint employer-
employee bodies also sponsor training to meet the needs of working life, aB;;§<
thgse are courses for shop stewards.

&
<
-
>
"
1

As a rule, the employer pays the cost of staff training and the participants R . -
pay no fee. Staff training prograhs within local governments and private com- ’

panies are not generally eligible for nation>1 government subsidies. An ex-
- ception is oniﬁne-job training of an elemeatary vocational nature sponsored

by an employer in collaboration with the local upper secopdary school, re-
< ferred to as "intramural cqmpany schools".

<

Training Programs Sponsored ty Employee Organizations !

N Sweden's two largest employee Organizations, the Confederation of Trade Unions
%’ (LO) and the Central Organization of Salaried Employees (TCO), have extensive
study programs of their own. They are designed to give union members a solid
background in union affairs and other social matters. The also supply trajﬂed
. union officials at local, regional and national 'evels. Most courses are res -
i sident..] and last one or two weeks, but some last up to six months, The na-
tional jovernment provides subsidies for these, pragrams. s R

A vital task for the trade unions as_well as for the organized employers-is  ——— — —
to give all employees information and training on the various labor-law sta-
tutes that have been enacted in receﬁt years. The most important of these

from the educationa)] aspect 1s the Co-det-rmination Act, which came into force :

on January ', 1977. So far all public employees have been assured of at Teast

two days of information about this law on the strength of special contracts.

But knowledge must also be spread about the.Se:urity of Employhent Act and the

i ‘Shop Stewards Act. . -
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Rau:o, Telev1s1on and Correspondence Schools.

-————444444£ducat40na41programs_on_:adlo.and_teleylslnn_are_pxoduged by a special corpo-

rat1on which operates on government funds. The programs are aimed at the re-

gular schools as well as at adult students and undergraduates in higher educa- * o

tiun. Broadcast programs are usually supp]emented with printed study material.

,The broadcasting media collaborate with various sponsors af adult education.
. .

’

Two correspéndence .chools, Hermods and Brevskolan, dominate this educational
médiu;. Hermods designs courses chie?]y aimed at helping people fulfill {ihe
iormal r:quirements for cempletion of courses at primary, secondary and uni-
versity levels. Brevskolan mainly caters for the needs of various special-
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interest ﬂrgan1zat1ons . . . A

In recent years the traditional type of cor-espondence course has been in-
creasangly comb1ned with other forms of instruction, especially study circles
" and educat1ona1 hroadcasts. This cype of combined course generally leads to

5 more effective learning than pure correspondence courses.

.0 v M .
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S Public Libraries and Teaching-Aid Centers

-~
.

. Public libraries and the audio-visual or teaching-aid centers operated by .
: local authorities play a vital role in the work of both the educational

) ) _associations and the mur. .ipal adult schools. The public libraries lend-

___—books,mgn atic-tapes—and—film-strips 4o—&tudy—c4re‘ as-and-private persons, |
. Teaching-aid centers tape educational briedcasts and lend copies of them. :
The libraries arrange exh1b1t1ons, lectures, concerts and so on, wh1ch often i
.ts to stud, circles and courses.
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